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VABSTRACT
Ihis study is based on the design, implementation and evaluation
of the Children's Video Theatre, a one-year child-created television
project in the fifth and sixth grades of an elementary school. A narrative
of project events and a description and analysis of the procedures used
to implement the project are presented within the framework of the liter-
ature on open education, educational change, and the developing field of
child-created television. The project was undertaken out of a concern
about the passive nature of the normal relationship between television
and young children. The Children's Video Theatre sought to make this
relationship more active.
The legitimate place of child-created television within the con-
ceptual and practical context of open education is demonstrated by the
use the project children made of the newer television technologies:
small format video and community antenna television. They videotaped
excursions into their communities, integrated various media of communica-
tion in the design of video messages, exercised initiative and responsi-
bility in creating their messages, actively manipulated the physical
tools of production, integrated a wide variety of subject matter in
their productions, and displayed their work on a local cable television
outlet
.
It was found, however, that the project's intention to achieve a
high degree of consistency with open education thought and practice would
have been better fulfilled had more attention been given to the imple-
mentation process. The project curriculum could have been strengthened
vi
by a more appropriate selection of participating teachers, a greater
degree of partnership between teachers and project staff, a clearly-
written implementation contract, a training and preparation program for
all participants, and a more accurate assessment of the resources needed
to carry the project through. If the project had operated physically
within the children's classrooms, the possibility of establishing a
dynamic connection between the project and the children's regular cur-
riculum would have been enhanced.
The project was evaluated in three ways: informal observations
and records were kept by the project staff; a formal set of questionnaires
was administered to the participating children, their teachers and their
parents; and finally, a summative interview with the three participat-
ing teachers was conducted in the presence of a third party facilitator.
The questionnaire attempted not only to probe the reactions of
the three groups of participants, but also the degree to which each
accurately perceived the attitudes of the other two. It was found that
the children and parents very accurately understood each other's per-
ceptions. The teachers were found to have had a reasonably accurate
view of the children's attitudes but seriously underestimated the pos-
itive feelings of the parents. Generally speaking, the children and
parents responded very positively to the project in all respects. The
teachers were mildly positive; their responses indicated that while they
themselves did not benefit significantly from their participation, they
felt that the children did. They saw little connection between the pro-
ject and their own curricula. With minor variations, the results of the
interview with the teachers corresponded with their responses on the
vii
questionnaire
.
The greatest disappointment of the project was the clear disin-
clination of the teachers to continue child-created television in their
classrooms after the end of the project. Accordingly, it is suggested
that subsequent implementation attempts should span longer time periods
and devote at least as much energy to the implementation process as to
the curriculum.
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1CHAPTER I
OVERVIEW OF THE DISSERTATION
The Problem
Since the mid 1960’s, we have seen the development of a tele-
vision technology having significant implications for teaching, learning,
and the communications habits of children in elementary schools. Ele-
mentary school teachers, however, have consistently resisted the adoption
and utilization of the developing media technologies in their class-
rooms (Eiccholz and Rogers, 1964, pp. 306-310). Classroom applications
of television technology appear to be no exception to this rule. Further-
more, children of elementary school age have been poorly served by the
major American commercial networks inasmuch as age-specific programming
for this group is practically non-existent (Deverell, 1973, p. 5).
That television exerts a powerful influence on the lives and
behavior of children is no longer in dispute. The recent report from
the U. S. Surgeon General’s Scientific Advisory Committee on Television
and Social Behavior gives us a picture of the pervasiveness of the typi-
cal American child’s television experience. Most children watch some
L—
- _
television every day; the typical home set is turned on six hours a day
(Cisin, et al., 1972, p. 2). The typical preschooler watches even more
television; Looney (1971, p. 55) reports that this child watches, on the
average, fifty-four hours of television per week. Another study shows
that children, throughout their elementary school years, spend roughly
the same amount of time in front of their television sets as they spend
in school. At the sixth grade, this amounts to approximately thirty-one
2hours per week (Lyle and Hoffman, 1972, p. 137).
Whatever the value of children's television programming in America,
one issue is beyond question; children are passive receivers of messages
prepared for them by adults who may know about "children," but know very
little about the lives of the individual children who view the pro-
grams they produce. Children respond to what they see on television in
varying ways, according to the individual child and the individual pro-
gram; they do not, however, participate in the creation of what they see.
Until the advent of the relatively portable half-inch videotape systems,
such participation was impossible, because television production was
very expensive and technically complex. Now, the newer television pro-
duction tools are not only within budget range of most educational insti-
tutions, but are also relatively easy for elementary school chidren and
teachers to use. The parallel development of community cable television
(CATV) makes possible the broadcast of child-produced television material
on half-inch videotape within whole subscribing communities.
Although these new developments in television have not enjoyed
widespread application to classroom practice, especially at the elemen-
tary level (Culkin, 1971, p. 22) the potential connection between the
two is strong. A growing number of North American elementary schools
are "opening," prompted largely by the post-war trend in British elemen-
tary education toward the open classroom (Featherstone, 1967). The
terms "open education," "the open classroom," "informal teaching,"
"activity-centered learning" and "the integrated day" have been used at
various times to identify open classroom practices. In this thesis, only
the terms "open education" and "the open classroom" will be used.
3Teachers in open classrooms appear to be committed to a common
set of assumptions about children and learning. These assumptions
suggest that children should be active participants in their own
learning; they should become progressively more able to make decisions
about what they will learn and when they will learn it, and to utilize
actively the widest possible variety of learning tools available to
them. The relationship between scholastic achievement and good self-
esteem is recognized (Purkey, 1970, p. 15); the public display of
children s work is a method often used by open classroom teachers to
give children recognition that contributes to good self-esteem. Applied
to television, these assumptions suggest that children create their own
television programs as a regular part of their curricular activities
based on their personal lives, their curricular activities, and their
personal interests and abilities. They further suggest that some of
these programs be given wide community exposure through whatever channels
of dissemination are available.
In summary, the problem is this. Television is all-pervasive in
the culture of the North American child. It occupies more of his waking
hours than any other activity. Whatever its effects, television is used
almost exclusively by children to receive rather than to transmit infor-
mation. New television technologies have pushed back the technological
and financial barriers to child television production and broadcast;
there is little evidence, however, to show that elementary schools have
recognized the potential of the new television for learning and teaching.
Teachers do not appear to have placed a high priority on television pro-
duction as an important communication art to be mastered, in spite of
4the fact that their pupils are spending more time watching television
than they are reading (Lidstone and McIntosh, 1970, p. 8). And Torkelson
(1972), in urging that teachers pay keen attention to the visual culture
of the pupil as they teach and develop curricula, provides a good reason
for undertaking a study such as this.
Children learn to "read" the television screen and to interpret
their visualized environments at an early age. As a consequence,
it is not inconceivable that they may bring to school a visual
sophistication which surpasses that of some teachers and may
expect a similar environment in the school. For the teacher
this fact of visual sophistication should suggest that more com-
plex visual experiences may be introduced at an earlier age than
was true a generation ago (p. 5).
Questions and Hypotheses
Between 1970 and 1972, a project was established under my direction
at the University of Massachusetts School of Education to engage chil-
dren in the production of their own television materials for broadcast
on a standard, commercial television station. By the summer of 1972,
the project had developed substantially, changing its operating proce-
dures while keeping its basic purpose intact. At that time, it was named
the Children's Video Theatre (CVT) . CVT operated during the 1972 - 1973
academic year in two different schools at the fifth and sixth grade
levels: Mark's Meadow School in Amherst, and the William Whiting school
in Holyoke.
At its outset, CVT sought to address the following major question:
Can the new television be integrated into the upper elementary grade
classroom in a way that is consistent with the assumptions and commonly
accepted practices of open education? The project attempted to provide
5the learning opportunities for children to master the basic skills and
grammar of television production, that is, to extend their communica-
tions repertoires beyond the active use of print. It attempted to
provide opportunities for the integration of television production into
the substance of the ongoing classroom curriculum. It attempted to
promote the use of television production as a vehicle for the integra-
tion of other subject areas of learning. Finally, it attempted through
television production to create a bridge between the classroom and the
outlying community.
During the course of the project, a second major question pre-
sented itself. Is it possible to introduce a significant media project
to the ongoing elementary school curriculum in such a way that it is
accepted by the adopting teachers and school administrators, and in a
way that these school personnel continue to support and nourish the
project’s development after the withdrawal of outside agency input?
Prior to the implementation of the project, it was hypothesized
that the first question could be successfully addressed. This optimism
was based on two years of previous experience in helping children
actively use portable television equipment for their own learning, and
on the few reported descriptions of elementary school video projects in
existence at other sites. It was then felt, however, that the success-
ful resolution of the first question depended on a project structure
which allowed for a significant time commitment of at least one year to
an identified group of children. The experience of the Children's
Video Theatre did not diminish this optimism, although it did suggest
substantial changes in curricular activities.
6The second question was not adequately considered prior to imple-
mentation. Implementation strategies were haphazard, and the experience
of the project in this area dramatically exposed deficiencies in the
implementation procedures used. A close examination of this problem
suggests that certain implementation difficulties stemmed more from
insufficient attention to developing, cooperatively, concrete implemen-
tation strategies than from any inherent incongruency between pupil-
created television and the elementary school curriculum. In retrospect,
there is no doubt that this second question can be successfully resolved,
but only on the condition that the problem of school implementation is
subjected to systematic and collaborative planning and negotiation well
in advance of actual classroom implementation.
Although the Children's Video Theatre operated in the two loca-
tions mentioned above, my own day-to-day work concentrated on the Mark's
Meadow component of the project. The purpose of this dissertation is
to present a case history of the project component which operated in
the Mark's Meadow elementary school in Amherst. This study is under-
taken in the light of theory and practice in open education and educa-
tional innovation.
Organization of the Dissertation
Following this chapter, the dissertation is divided into four
subsequent chapters and a series of appendices.
Chapter II, entitled "A Selected Review of the Literature,"
examines various fields. The first part of the chapter looks at the
literature on the impact of broadcast television on children. The
7second part investigates open education theory and practice. Thirdly,
the state of the field in child-created television is investigated.
Finally, the literature on educational change is investigated. This
review is intended to provide a conceptual, philosophical and practical
framework for the project.
The narrative portion of the thesis is contained in third
chapter, A Narrative of Project Events." This chapter begins with a
short historical review tracing the project back to its origins when the
first efforts were made to initiate elementary school children to tele-
vision production. Following this, the chapter offers a selective
illustration of CVT curriculum events. Those events which reflect the
connections between the activities undertaken by the CVT staff and the
precepts underlying open education are discussed in detail.
The fourth chapter describes the procedures used to evaluate the
project formally and presents an analysis of the results. Two distinct
approaches are used. The first consists of a set of questionnaires
administered to the project children, their teachers, and their parents
to obtain information about their respective attitudes toward the pro-
ject at its termination. An attempt was made to check the perceptions
of each of the three parties involved (children, teachers, parents)
against those of the other two parties. For example, not only were
children asked certain questions about the project, but they were asked
about their perceptions of their parents’ and teachers’ attitudes on
the same questions. Samples of all questionnaires, and the raw scores
on each item, appear in Appendix C.
The second approach consists of an audiotaped interview which
8was conducted at the end of the project between me and the three Mark’s
Meadow teachers who participated in CVT. For this interview, a third
party acted as a moderator whose function was to ensure that the dis-
cussion did not stray from the issues at hand. The purpose of the inter-
view was to determine the teachers' attitudes toward the project in
terms of their own growth, the pressures (e.g., from parents) they
perceived as a result of their association with the project, their
intentions regarding the continuation of the project in their class-
rooms, and the benefit (or lack of it) derived by the project children.
Chapter V is an analysis of the procedures used to implement CVT
in the Mark s Meadow learn XV classrooms. These procedures are described,
and their ramifications for the project curriculum are discussed. The
chapter is approached from two points of view: the literature on edu-
cational change and open education, and the practical experience of the
project staff before and during implementation in the classroom. In
particular
,
the implications of the CVT implementation procedures for
the relative success of the project curriculum in following the precepts
of open education are analyzed.
Chapter VI, the concluding chapter, ends the dissertation as it
began, with a proposal. A new video project is suggested, taking its
direction from the conclusions of the project analysis and evaluation.
This proposal suggests revised procedures for project implementation in
the school social system. It also suggests new approaches to curriculum
procedures based on the theory and practice of open education and on
good sense. The final chapter also addresses the problem of research
on pupil-created television, making some recommendations here as well.
9Following the citation of references are three appendices con-
sisting of documents either used in or developed from the project.
The first is a Children’s Video Handbook
, which was developed for the
use of the CVT children. Selected scripts developed by the CVT children
follow in the next appendix. Appendix C contains the formal question-
naires administered to people involved in the project.
Limitations of the Study
The Children’s Video Theatre developed from certain assumptions
about education, the media, and the ways in which children might relate
to them. The project also evolved from the experiences of its predecessor,
Kideo Video, which suggested the organizational improvements that resulted
in the Children’s Video Theatre. The same is true of the experiences
of the Children’s Video Theatre; they suggest further modifications of
project structure and activities. The intention of this thesis is not
that it should be a definitive work on child-produced television, but
that it should be a thoughtful analysis of the project and a body of
recommendations for the future.
The Children’s Video Theatre did not conduct a controlled program
of statistical research. There was no formal measurement of changes in
the performance, perception or attitudes of either teachers or children.
Evaluation concentrated most heavily on the institutional relationships
involved in the establishment and operation of the project, and the
perceptions of individuals both during and at the termination of the
project. These attempts to assess the effect of the Children's Video
Theatre on the learning and perceptions of children, teachers and
10
parents, while rendering useful information, cannot be described as
formal research.
Children’s Video Theatre was a project which endeavored to
help children and their teachers discover ways to use a new learning
tool. Child-produced television is a process which, like other media,
can be used in an almost infinite variety of ways. To the project
staff, the process of television production was intended to help children
discover things about their environments; therefore, the specific
objectives of the project were somewhat limited—mostly to the identifi-
able skills required to use the tools of television production. The
project was concerned with observing and assessing what happened when
events were permitted to evolve naturally from the children’s produc-
tion activities. Underlying these concerns was the belief that our
discoveries would be related to our own unique set of experiences, and
that they should serve as no more than a set of guidelines for others.
Different children and teachers will use videotape equipment, as they
use their pens and pencils, in ways that are appropriate to their own
learning needs. The dissertation is not a prescription; it is a case
study of a project undertaken by a particular group of individuals at
a particular time and place.
Significance of the Study
Children's Video Theatre was among the first sustained efforts
to involve elementary school children in regular television production
activities which involved both studio and portable work, and which con-
tinuously attempted to operate as a vital part of the classroom curriculum.
11
It was also among the first efforts to provide regular and frequent
access of elementary school children to community cable television
systems for the broadcast of their own productions. The dissertation
demonstrates that such activity was possible, and can be replicated and
improved upon in other locations.
The dissertation makes a connection among three fields: open
education, child-created television and educational innovation. It
presents a documentation and assessment of events which resulted from
the efforts of an individual to introduce a novel use of the newer
media to the elementary school. From this analysis, theories are pro-
posed to explain the underlying reasons for the successes and failures
of CVT . These theories provide the framework for the future directions
proposed in Chapter VI.
At the present time, the research on child-created television
is virutally non-existent. Suggestions for a possible research program
are also forwarded in the last chapter of this dissertation.
12
CHAPTER II
A SELECTED REVIEW OF THE LITERATURE
This review establishes three conceptual platforms for the case
study which follows. The Children's Video Theatre was rooted partly in
the assumption that broadcast television in America has not only failed
to live up to its potential as a beneficial force for the development
of children, but that it has been actively harmful. It was felt that
the improvement of broadcast television, while providing one alternative
for changing the present relationship between children and television,
was, in view of the newer television technologies, not enough. The
Children's Video Theatre sought to establish an entirely different re-
lationship, one which broadcast television, by its inherent nature,
could not duplicate.
The open classroom, because of its emphasis on the individual
child, active information-seeking, productive sociability among children,
and flexibility in the use of space, things and time, was believed to
be the appropriate environment for a flourishing CVT project. The
concepts and practices of open education are, therefore, examined.
Following the examination of open education, examples of recent tele-
vision utilization schemes in the elementary school are discussed, and
videotape projects involving elementary school age children are described.
This section establishes a theory- and experience-based teaching rationale
for television created by students in the middle elementary school grades.
The literature on organizational change in schools is also in-
vestigated. CVT was introduced to a specific set of elementary school
13
classrooms by a small group of people from outside the school. The
experience of the project revealed that outside agents need to be
familiar with the change process before they try to establish new
curricular practices in the classroom. This part of the review deal-
ing with educational change is valuable not only for a retrospective
analysis, but also to underpin the strategies for implementing the new
child-created television project described in the final chapter.
Twenty-One Inch Window on the World
Above everything, American commercial television is violent. In
his review of a series of studies prepared for the National Institute
for Mental Health (NIMH), George Comstock refers to Gerbner's (1972)
analysis of the amount of violence in television programming from 1967,
when the major U. S. networks pledged, in response to public pressure,
to curb violence in programming aimed at children. Gerbner's analysis
is not reassuring. Not only was there no significant reduction in
violence, but its quality tended to reinforce the notion of the young,
white, affluent, fashionable American male as the pillar of power,
justice and virtue.
Gerbner studied Saturday morning and evening prime time programming.
Although there appeared to have been a slight decline in the violent con-
tent of all programming, there was a substantial increase in network
programs aimed specifically at children—cartoons—between 1967 and 1969.
Liebert, Neale and Davidson (1973) quote the following words from the
same Gerbner report. "By 1969, with a violent episode at least every
two minutes in all Saturday morning cartoon programming . . . the average
14
cartoon hour had nearly six times the violence rate of the average
adult television drama hour, and nearly 12 times the violence rate of
the average movie hour" (p. 24). In 1954, according to Liebert et al.
,
children's programming contained only three times as much violence as
adult drama." Furthermore, cartoons have steadily increased their share
of all television programming, according to Gerbner.
Gerbner feels that Network TV drama (the second most violent
category of programming heavily watched by children) reflects and feeds
a national mythology. This mythology is fed by the unreality of human
roles and dramatic situations whether violent or not, and by the "social
order of television as determined by dramatic violence c who perpetrates
it, for what purposes, on whom, and to what consequence. Adult males
are more violent than women; retribution for violence typically befalls
low income, blue collar, frequently non-white or foreign males whose
original violence is committed "unjustly." The retribution is often
more grizzly than what it is punishing, meted out in the cause of
"justice" but frequently outside the law. Fully half of all leading
characters in network prime time drama commit violence, according to
Gerbner, but the number of victims is even more numerous. While the
suffering of violence often occurs as retribution, an equally signifi-
cant amount afflicts the innocent. Violence is the most effective means
of goal attainment in television drama, and these goals are normally
related to the private acquisition of wealth or power.
The stereotypical world of television drama is very much at
odds with events in the real world. For example, television violence
rarely hurts. TV crime usually occurs in unfamiliar places between
15
complete strangers. Minority people are typically cast as misfits,
criminals or, as Liebert puts it, "regulators"—defenders of an afflu-
ent and racially white dominated status quo. The meaning of "crime"
itself is narrowly defined in television drama. It is related to action,
vengeance, spectacular social and psychological deviations; rarely to
corporate price fixing or the political abuse of power. Human roles are
no less unreal or stereotypical. Doctors treat exotic diseases, never
hemorroids; lawyers tackle exotic cases employing unorthodox tactics.
The high status professions are overrepresented, suggesting that the
jobs in which most of us find ourselves are either nonexistent or unim-
portant. Women are portrayed, according to Marya Mannes, in four basic
stereotypes: "the gorgeous teen-age swinger with bouncing locks; the
young mother teaching her baby girl the right soap for skin care; the
middle-aged housewife with a voice like a power saw; the old lady with
dentures and irregularity" (quoted in Liebert et al., p. 118).
Neither women nor ethnic minorities fare better in TV commercials.
The National Organization for Women (NOW) reports that of 1200 commer-
cials studied, a scant 0.3 percent "showed women as autonomous people
leading independent lives of their own" (quoted in Liebert et al. , 1973).
Barcus (1971) discovered a heavy bias in favor of maleness and ethnic
whiteness in ads aimed at children. Of 132 commercials viewed in Boston
on a typical Saturday morning, 49 contained males only, a mere 16
females only. "In addition, characters in toy ads usually are identi-
fied by sex roles, with girls playing with dolls, and boys with cars,
planes and other mechanical devices" (p. vii)
.
Liebert and his associates note, "indeed, the best documented fact
16
about television is that it is violent" (p. 23). Furthermore, it pre-
sents a highly distorted view of life and society. It raises crude
issues and resolves them with equal crudity, usually violent. While
commercial television may not reflect real events, it may very well
reflect real social values. Cedrick Clark (1972) believes that tele-
vision specializes in images acceptable to America's dominant classes
—
that it enjoys a mutually supportive relationship with the powerful—and
Gerbner feels that fictional TV constitutes the American social ideology
in the garb of fantasy, and that the relative status of various groups
of Americans is depicted primarily through violence: who acts and who
is acted upon; who wields power and who bends to it. The effects of all
these characteristics of commercial television are only partially known.
Comstock, however, asserts "that those who believe that the mass media
have some effect—that they are imitated, learned from, or taken as a
guide for behavior and attitudes—and believe that the mass media should
contribute to social harmony will not be happy with television's portrayal
of the world" (p. 2)
.
Public television provides a different model. Even here, however,
achievement has not appeared to live up to potential when comparisons
are made with publicly supported television systems in other western
nations (Fleiss and Ambrosino, 1972, p. 101). Public television in
America has always suffered from poor funding, but in spite oi the dis-
mal overall picture, some excellent examples of children s programming
have been produced. The effects of "Sesame Street" in particular have
been extensively examined. Considerable research and development went
into "Sesame Street" before the first program was aired, and it has
17
continued ever since. Unlike the programming for children found on the
commercial networks, "Sesame Street" has developed out of a close con-
sultative relationship between producers and specialists in child
development and education (Cantor, 1972; Lesser, 1972).
"Sesame Street" has a heavy cognitive orientation (although the
balance has shifted somewhat toward affectively oriented content) and
S^sl specific, seeking to help children develop the following learn-
ing skills: letter, number, form and body part recognition, matching,
sorting, relationships, and classification. In its second year, "Sesame
Street" added sight reading and attitude formation to its list of objectives.
Ball and Bogatz of the Educational Testing Service (ETS) conducted a
research program to measure the degree to which certain categories of
viewing children were meeting program goals (1970, 1971). For their
evaluation of the first year, a sample of 950 preschool age children
underwent a six month treatment of program viewing either at home or
in a nursery school setting. The sample included children from a mix
of demographic areas, and was, at the end of treatment, divided into
four quartiles according to the amount of "Sesame Street" they watched.
In sum, the results showed that the greater the amount of
"Sesame Street" viewed, the greater the gain on post tests for children
in all eight learning categories for which objectives were established.
Gains in letter and number recognition were the most dramatic (Ball
and Bogatz, 1970, p. 3). Gains were recorded across all categories of
age, sex, geographical location, socioeconomic status, and I.Q. Home
viewers improved more than school viewers. The researchers attribute
the relatively poor school performance to resentment of the teachcis in
18
whose classrooms the research was conducted; they felt, according to
Ball and Bogatz, that the research program was taking too much time
from regular classroom activities. The involvement of parents in the
children s viewing appeared to produce positive associations. Ball and
Bogatz report that Children who watched 'Sesame Street' the most—and
hence learned the most tended to have mothers who often watched the
show with them and often talked to them about it" (p. 11). This sug-
gests that the participation of parents in the television viewing of
young children can be a definite advantage. A follow-up investigation
of Sesame Street's" second year revealed that the results obtained for
the first year still held firm. The second year research format was
aItered somewhat to include program material concentrating on sight
reading and attitude development toward race, school and other people,
and the sample was restricted to urban disadvantaged children. Results
showed that the heavier viewers were more socially adaptable and had
developed more favorable attitudes toward school and other races. They
were also better prepared for school, according to ratings of the
teachers in the schools in which the sample children enrolled, and
displayed a superior development of vocabulary (Liebert et al., pp.
107-108)
.
"Sesame Street," however, has not enjoyed unanimous acclaim.
It has been criticized for its too-heavy cognitive focus, its emphasis
on rote learning, its blandness, and its aping of the high-pressure
production techniques of commerical television. Dr. Frank Garfunkel of
Boston University suggests that "Sesame Street" should concentrate more
heavily on "spontaneous classroom situations with 'real' children exploring
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their environment, interacting and dealing with problems [and] have a
children's theatre group perform established scripts ... and also
originate new material around chainging themes" (quoted in Urrows,
1971, p. 8). John Holt (1971) feels that "Sesame Street" is too teacher-
oriented and presents material too sophisticated for the age level of
child to which the series is targeted. Holt urges that "Sesame Street"
move away from the rote learning of skills and the preparation of chil-
dren for school and instead think of itself as a school which helps
children to learn from the world around them" (p. 78) . Other critics
have asserted that "Sesame Street" is more appropriate to white middle
class children than to urban minority children. Indeed, Ball and Bogatz
themselves found that among the sample of children who comprised their
first evaluation, the advantaged "watched more of [Sesame Street], on
the average, than any of the groups of disadvantaged children" (p. 10).
This, however, would appear to result from a complexity of factors
beyond the content of the program itself. Springle (1972) has conducted
research which would appear to contradict the positive results reported
by Ball and Bogatz; he was comparing the effectiveness of "Sesame Street"
with a Head Start curriculum as a tool for achieving "Sesame Street"
objectives. Springle was working with a very small sample, however,
and his research depends on independent variables (Head Start curricula)
which are idiosyncratic to local circumstances. "Sesame Street," however
cannot be all things to all people. In terms of its own objectives, the
evidence strongly points to the program's success.
"Sesame Street" is only one, highly visible, example of well-
received, publicly-supported children's television programming. It,
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along with "Mister Rogers' Neighborhood," is aimed at preschoolers. Two
nationally broadcast programs are produced for elementary school chil-
dren: "Zoom," a Boston-based production in which a rather elite group
of elementary school age children perform but assume no other produc-
tion responsibilities, and "The Electric Company," another CTW production
whose explicit purpose is to improve reading skills. A limited number
of other regional and national children's series are now appearing on
public television aimed at specific age groups, linguistic minorities,
and so on. But the total American public commitment to children's tele-
vision is still distressingly low, and does not appear to be improving.
The funding for "Zoom" was cut in the spring of 1975 and the program
staff in Boston have been dismissed. Until the advent of "The Electric
Company, there was not a single nationally broadcast program for chil-
dren older than preschool age. Deverell (1973) notes the still existing
paucity of programs "that take the real viewing patterns of 7 - 9
year olds seriously" (p. 5). Fleiss and Ambrosino have reported the
same thing (p. 124). Deverell also reports on the results of a ques-
tionnaire in which parents and educators strongly called for programming
focusing on children's moral development, self-concept, and the expansion
of their experiential horizons (p. 13). Only one American national
program, "Mister Rogers' Neighborhood," seriously addresses these
matters. Deverell also notes that most non-commercial children's
programming is cognitively focused, and concentrates on the urban child,
thus tending to ignore the rich diversity of the north American cultural
mosaic
.
Perhaps the most serious misgivings about non-commercial children's
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programming stem from the evidence of its poor viewership. Jack Lyle
writes, "All the studies containing pertinent data agree that educa-
tional programs are hardly watched at all by the vast majority of the
population, adult and child. The sole possible exception seems to be
'Sesame Street' among younger children" (p. 12). Deverell concurs (p.
6). The apparent appeal of such offerings as the ill-fated but highly
acclaimed "Zoom" may be increasing the viewing audience, but too little
data were available for evidence at the time of "Zoom's" demise. The
American public has become conditioned to expect mindless entertainment
from television, and to find self-improvement elsewhere. Because
children s viewing patterns tend to follow those of their parents (Lyle
and Hoffman, 1972), it is not surprising that children tend to resist
ETV viewing. A more widespread and substantial public commitment to
television broadcasting is needed before inroads into America's tele-
vision viewing patterns can be expected.
The saturation of violence in prime time commercial television
programming would not be so troubling were it not for the fact that
children are extremely heavy prime time viewers. Lyle and Hoffman
(1972) report that a typical sixth grader watches about 30 hours of
television per week, roughly the same amount of time as is spent in
school (p. 137). Lyle further declares that sixth graders continue to
be present in the television audience much later than 9:00 PM (p. 7).
Lyle and Hoffman also discovered that one-third of the 12 year olds they
interviewed regularly watched until after 10:00 PM, suggesting "that
many older elementary students are in the audience through most of the
prime time period" (Lyle, p. 7). These findings have been corroborated
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by Deverell's Canadian study (p. 6). Fleiss and Ambrosino affirm that
elementary pupils view the most heavily on weekday evenings, followed by
weekday afternoons, then Saturday mornings. Even now, children's
programming on weekday evenings or afternoons on the commercial networks
is highly limited (Barthel, 1975).
Virtually every American home has a television set; many homes
have more than one. Liebert et al. (p. 9) cite data which show that the
viewing of school children peaks at age 12, but Looney (1971) indicates
that the average preschooler watches 54 hours a week (p. 55). Chaffee
and McLeod (1972) have found that children model their viewing habits
after their parents and elder siblings in terms of program preference
and quantity of use. This is consistent with evidence of distinct sub-
cultural viewing patterns; blue collar families tend to view more than
white collar, minority families more than white (Lyle and Hoffman, p.
138). Labelling today's American child the "television child," then,
is no exaggeration; children, with their "limited alternatives for
information and limited experience with life" appear indeed to be the
"susceptible audience" described by Comstock (p. 2).
Murray (1972) reports that children, by the time they reach five
or six years of age, have developed well established and predictable
viewing patterns. According to the recent report to the United States
Surgeon-General (1972), children up to the first grade level prefer
cartoons and family situation comedies; sixth graders still enjoy sit-
coms, but have added a strong taste for "adventure" shows (e.g., "Mod
Squad"); by the time they have reached the tenth grade, "adventure"
programs retain a high priority, but music and variety shows are also
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highly popular. Deverell, and Lyle and Hoffman have noted that chil-
dren demonstrate a strong preference for television characters of their
own ethnic and racial background. For example, half the black children
interviewed by Deverell in 1973 cited "Flip Wilson" or "Sanford and Son"
as their favorite television programs. White children failed to men-
tion these two programs at all (p. 8).
Who is responsible for the production of children's television
programming in America? Muriel Cantor talked to key production per-
sonnel responsible for commercial network children's programming. She
interviewed twenty-four producers and script writers for programs broad-
cast primarily on Saturday mornings. Although most of these individuals
were not in the direct employ of the networks, Cantor believes that the
networks exercise the strongest influence over the content of children's
programming. She cites two major reasons. The networks are the pay-
masters of the producers and script writers, and the structure of the
networks is such that the input of other potential influences is inhibited,
in particular, feedback from the ultimate consumers: parents and
children. The orientation of the commercial networks is economic;
therefore, the only feedback from the field that is important to them
is audience size. Thus the individuals responsible for production are
forced to be more sensitive to audience ratings than to other factors.
Although the networks provide the greatest influence over program
content, Cantor does not believe that the individuals behind produc-
tion are mere pawns for network goals; their own occupational milieu
and personal values are also important. She found that none among those
she interviewed had any academic or professional training or background
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that would prepare them for anything but the purely technical require-
ments of producing television programming for children. Not only were
they themselves not appropriately trained, but they consistently
failed to consult with other professionals who were. (This failure
appears to be peculiar to American commercial children's television.
Fleiss and Ambrosino found that in all of the twelve western European
countries they studied, plus Canada and Japan, producers of children's
programming consulted extensively with professionals in various fields
related to child development.) The interviewees generally disclaimed
responsibility for the potentially harmful effects of their work on
children, believing this to be the responsibility of parents, and there
was strong consensus among them that the main objective of their craft
was to get and retain the attention of children. The most effective
means for this, they felt, was through violence. Thus the few existing
influences and controls affecting children's commercial programming are
internal to the networks; there appears to be little or no external
accountability.
Cantor's observations are reinforced by the findings of Baldwin
and Lewis (1972) who interviewed forty-eight senior network executives
involved in the production of evening prime time shows judged to be
particularly violent. Among those interviewed were six network censors.
Baldwin and Lewis concluded that censorship of violence is internally
exercised by individuals who appear to be more concerned with the common
denominator of public taste than on the potential effects of program
content. On the role of social scientists, one censor said, "We laugh
at them. I don't see how the work accomplished so far by social
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scientists is of any practical value" (p. 295). Like the producers and
script writers of children's television, the censors believe that the
main responsibility for the effects of programming rests with parents.
They tend to be critical of parents who, they feel, generally fail to
exercise this responsibility effectively. In any case, they believe,
televised violence is not harmful because it is usually punished. That
violence is normally punished with equal or greater violence has not
seemed to modify this opinion.
The individuals behind children's programming on public television
are quite different. The extent to which the producers of "Sesame
Street" collaborated with researchers and educators is described in
detail by Lesser (1972, pp. 232-272). As we have seen, CTW has also
been careful to draw on the skills of established outside researchers
for evaluation. The same quality, if not quantity, of collaboration
characterizes the work of Fred Rogers' "Mister Rogers' Neighborhood"
(Rogers, 1971; Rogers and Wren, 1974).
Just as "Sesame Street" has helped children achieve explicit
learning objectives, Ball and Bogatz also report evidence of incidental
learning. Indeed, most learning from television is incidental, as
Nicholas Johnson has stressed. "All television is educational television,"
he wrote. "It may not teach the truth. It may preach violence rather
than love. It may give more emphasis to the quantity of acquisition
than to the quality of use. It may produce more mental illness than
health. But it teaches. Endlessly. Soap operas, commercials, prime-
time series shows: each has its lesson" (1970, p. 94). Schramm, Lyle
and Parker (1961) found that children do not turn to television when
26
they wish to learn; for this, they use the print media (p. 69). This
helps explain the chronically small audience for educational television.
Lyle and Hoffman report that first graders display a consider-
able amount of behavior modelled on television shows in social play
(p. 173-174). The types of programs used as models appeared to be
adventure shows, situation comedies and westerns. As Schramm et al.
have pointed out, it is the most significant body of information common
to all children. Thus, television is certainly a socializing medium,
and the role of school and the family in socializing children has been
partially usurped by TV. The adolescents studied by Schramm et al.
reported that television helped them learn how to cope with personal
problems, and to know what behavior, dress, and hair styles are appro-
priate to certain social situations. It was also reported that televi-
sion provides a significant topic of conversation for children of all
ages. While television's contribution to children's sociability cannot
be entirely negative, it should be remembered that if television is
providing a major topic of conversation for children, then it is also
defining, to some degree, the parameters of discussion by the nature of
its programming.
Only limited research has been focused on the affective learning
of children from television. Fred Rogers chides the commercial networks
for deliberately and systematically playing on children's fears to get
and keep their attention. He feels that producers exploit the dark
areas of children's feelings without helping them openly own, under-
stand or resolve them. Rogers sees children's fears, in part, as
situational. For the future, he envisions the development of television
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programming for specific child audiences and for specialized purposes:
dealing with death of family members or loved ones, or divorce; prepar-
ing children for hospital procedures or the first day of school. Such
programming, some of which has already been produced, would be locally
available through videotape storage, and playable over the appropriate
cable or closed circuit television systems. Other writers (e.g.,
Deverell) have also called for increased emphasis on television program-
ming dealing with the affective development of children.
Stanley Stern (1973) has produced evidence that heavy viewing of
most types of television programming has a depressing effect on the
creativity of bright children. With a sample of 250 gifted fourth,
fifth and sixth grade suburban middle class children, Stern pre and
post tested for score changes on a battery of tests drawn from Guilford.
Comparisons among children were made according to the type of pro-
gramming they were instructed to watch for a period of three weeks.
The programming types were: educational television, cartoons, sports,
comedy, drama, and a mixture of all categories. The seventh group was
given no instructions and served as a control. The children were not
told in advance how much television to view, but they were asked to keep
a viewing log. Naturally, there was some variation in the amount of
television watched, perhaps more than ,the logs indicated. Stern's
findings are disturbing. In all viewing categories, with the exception
of drama but including ETV, the post tests showed a decline in scores.
The greatest decline was recorded for the children who viewed cartoons.
Younger children appeared to be more adversely affected than their
elder counterparts; boys and girls were affected equally. If an
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important goal of education is the development of divergent thinking in
children, then television does not appear to be meeting it.
Much of the research on the relationship between children and
television has been concentrated on the effects of violent program
content. The National Institute for Mental Health (NIMH) conducted an
extensive research effort in 1970 and 1971, the results of which were
published in 1972 and were supposed to have provided the data for the
U. S. Surgeon-General’s report on the effects of televised violence,
published later. Defining the terra "violence" has presented a persistent
problem for research. Gerbner defines the term as "the overt expression
of physical force against others or self, or the compelling of action
against one’s will on pain of being hurt or killed" (Comstock, p. 4).
Cedrick Clark defines the term more liberally, suggesting that it should
include the systematic assault or failure to enhance the self-esteem
of individuals or groups
. Clark believes that television portrays
minority groups and the powerless in a way that does violence to them.
What we have discussed so far about the nature of television content
would certainly support Clark’s thesis. Although there is an academic
problem of definition, lay people appear to have little difficulty in
coming to a common recognition of televised violence. A sample of 350
Detroit residents surveyed by Greenberg and Gordon (1972) reached very
close consensus on which, among sixty-five television offerings, were
the most violent.
There have been three basic types of study examining the rela-
tionship between children and televised violence: laboratory studies,
correlational field studies, and experimental field studies (Liebert et
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al*
* pP* 51~87) ‘ The overwhelming weight of evidence in all three
categories has pointed to a distinct positive relationship between the
exposure of children to televised violence and aggressive behavior and
attitudes
.
Albert Bandura was among the first to investigate the observa-
tional learning by children of filmed aggressive models. lie and his
colleagues have consistently discovered that the viewing of violent
filmed content in a lab setting has resulted in imitative behavior (e.g.
,
striking a Bozo doll). In one experiment, Bandura manipulated his
independent variables so that there was either reward, punishment, or no
consequence for the aggressive behavior of his models. Although children
viewing the punished model demonstrated fewer subsequent aggressive
responses, it was found that even these children, when rewarded, will
imitate the model’s aggressive behavior. Bandura's work focused on
the acquisition and acceptance of aggressive behavior within a very
short time span of exposure to filmed material. Hicks demonstrated that
these same behaviors are substantially retained up to eight months after
exposure (Liebert et al., pp. 39-54).
The point has been made that aggression against a Bozo clown is
qualitatively different from aggression against a human being. Normal
social sanctions, the argument goes, would inhibit such behavior. A
study by Hanratty, Liebert, Morris and Fernandez (1969) shows that, to
the contrary, children will imitate the aggressive behavior of a filmed
model against human victims. Four- and five-year old boys were shown a
film clip of an adult male aggressing against an adult human clown.
The children were divided into three groups: one placed in a room with
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a Bozo clown; the second with an adult dressed as a clown; and the third
which did not view the clip, with an adult clown. Both experimental
groups subsequently displayed aggressive imitative behavior. No
aggression was displayed by children in the control group. The fact
that the target for the children in the second group was a person did
not inhibit aggression (Liebert et al.
,
1973).
Most of the violent behavior viewed in normal home television
programming could not be directly imitated by children. Therefore,
various studies have examined the relationship between televised vio-
lence and the disinhibition of generalized aggressive behavior. They
have shown that the viewing of violent film material is associated with
a greater tendency to cause physical harm by such means as (ostensibly)
inflicting electric shocks on another person for making mistakes on a
test. Although it has been found that adult subjects with past his-
tories of aggression are more likely to inflict harm than those without
such histories, the question is only one of degree. A similar study
conducted with five to nine year old boys produced similar results, and
an observed increase in aggressive play among the subjects exposed to
filmed violence (Liebert and Baron, 1972).
The suggestion has been made that exposure to short film clips
is sufficiently different from watching whole TV programs that the
results in one situation are not transferable to the other. Liefer and
Roberts (1972) exposed 271 children ranging from kindergarten through
grade twelve to entire television programs high in violent content.
They found that those in the experimental condition were more likely
than those in the control group to choose physical aggression as
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opposed to constructive behavior as the appropriate response to the
aggressive behavior of another person. It has also been claimed that
results from lab studies cannot be generalized to the real world. In a
lab setting, children attend more closely to the presentation of filmed
or televised material than is the case at home, where it is known that
television viewing is often interrupted by conversation, temporary
departures from the room, and so on (Lyle and Hoffman; Schramm, Lyle
and Parker). Furthermore, the lab environments in which viewer re-
sponses are elicited are unrealistically contrived. Various investi-
gators have undertaken field studies which deal with these very objections.
McIntyre and Teevan (1972) examined the relationship between the viewing
habits of twenty-three hundred junior and senior high school students,
and antisocial behavior. Subjects listed their favorite four television
programs and submitted self-reports on their own social behavior and
attitudes. Significant statistical relationships were found between
high violence viewing, and social deviance and favorable attitudes
toward deviance. The greater the amount of violence viewed, the greater
the deviance and antisocial attitudes. Greenberg (1972) reports then
similar studies by Robinson and Bachman; Dominick and Greenberg; and
McLeod, Atkin and Chaffee (1972) have all produced similar results.
One of the most significant field studies undertaken to date is
one by Lefkowitz, Eron, Walder, and Huesmann (1972) investigating the
long term relationship (ten years) between children's television view-
ing patterns and aggressive behavior as young adults. At the beginning
of the study, measures were taken on 875 third graders on the viewing
of violent television (as reported by mothers) , and aggressive behavior
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(as reported by peers). At this time, significant positive relation-
ships were found for boys, but not for girls. Ten years later when the
experimental subjects were nineteen years old, 460 of the original group
were similarly examined again. Violence viewing was self-reported;
aggression was rated by peers. A significant and positive relationship
was found between the high violence viewers at age eight and the display
of aggressive behavior at age nineteen. The reverse, however, did not
hold true; that is, there was no relationship between those who displayed
aggressive behavior at age eight and high violence viewing at age nine-
teen. From this, it was concluded that there existed a distinct causal,
long term relationship between viewing a high degree of violent tele-
vision as children, and aggression as young adults. Had the connection
simply been correlational, significant positive relationships would
have been found both ways.
Another interesting field study is reported by Stein and Freidrich
(1972). Ninety-seven nursery school children were examined over a
period of nine weeks. The group was divided into three treatments: view-
ing aggressive television material, viewing prosocial material ("Mister
Rogers' Neighborhood"), or viewing neutral fare. The children's behavior
was observed during free play and classroom time by observers who were
blind to the experimental conditions. Children who watched the more
aggressive programming demonstrated higher levels of aggression in their
interpersonal behavior than those who viewed the prosocial or neutral
programming. These results held only for those with an initial pre-
disposition for aggression. It was also found that children in the
prosocial viewing condition showed a greater ability to cope with
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frustrating situations than those in the other two viewing categories.
The most violent television programming (cartoons and adult prime-
time drama) is broadcast at. times when large numbers of children are
watching (Lyle and Hoffman, p. 133). There is substantial evidence
that modelling of television personalities occurs in real life, accord-
ing to Lyle who writes, "Murray, Ward, and Lyle and Hoffman all found
that children learn and repeat what they see on television at home.
When asked if they ever 'played' things they saw on television, the
majority of Lyle and Hoffman's first graders said that they did use
television as a model for play with friends" (p. 19). The evidence for
the causality of televised violence for aggressive behavior in children
indeed now appears to be beyond question.
A large proportion of television air time is devoted to commer-
cials. Ward and Wackman (1971a) report that "On the average, between
one and two of every ten minutes is devoted to advertising" (pp. 415-
416). Liebert et al. report that networks allocate double the advertis-
ing time on Saturday morning children's programming than during evening
prime-time (p. 112). Local commercials swell this proportion even
further. According to Barcus (1971)
,
on a typical Saturday morning in
Boston, commercial messages averaged one minute in five, and on one
channel, it was one in four. Jennings (1970) has reported similar
findings for New York City. Of the advertising directed at children,
Choate (1972) remarks, half are for food products, about one-third for
toys, and 10% for vitamins. Most of the food ads are for sweetened
snack and cereal food, not for food naturally high in nutrition.
Barcus outlines some of the practices employed in advertising
directed at children. There are "Fairly clear examples of [commercials]
which would tend to mislead a child in judging site, quantity, speed or
other facets of a product. This can be done through camera angles,
close-up photography, and speeded up action, among other techniques"
(p. 45). Barcus feels that ads deceive as much by what they do not say
(about the size of the product, age-specificity, materials of construc-
tion, durability, etc.) as by what they do. There is frequent repetition
of the theme that the use of advertised product is "fun." Themes of
personal popularity, group identification, power, speed, and noise are
also common. Liebert et al. note that commercials are often attuned
to program content; for example, ads for warlike toys frequently appear
on programs with warlike themes.
Scott Ward (1971) and various colleagues conducted a series of
studies to explore certain relationships between TV advertising and
children. Small groups of children ranging from grades K through 6
were exposed to videotapes of Saturday morning programming, including
commercials. The children were observed as they watched. The investi-
gators found that there is generally a drop in the attention level of
the child at the onset of the commercial. However, the drop is the
least for the youngest children five to seven years old) and the
greatest for the oldest (eleven and twelve) . Commercials placed early
in the program appear to command greater attention than those placed
later. Ward, Levinson and Wackman indicate that children do learn from
commercials. They write ". . . this learning [may be] relatively
gradual, subtle, covert or unconscious. . . . Thus early learning may
have important effects on later learning" (p. 1)
.
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Blatt
, Spencer and Ward report that older children tend to have
more negative attitudes toward commercials than younger children; their
comments concentrate more on the commercials themselves whereas younger
children, when they comment at all, refer to the product advertised
(p. 11). Children in the youngest group observed found it difficult to
distinguish between commercials and program material, commercials and
the product advertised, and commercials and reality. Kindergarten
children were generally quite credulous about the truthfulness of the
ads they saw, but "second grade children indicated a concrete distrust
. .
.
,
often based on experience with advertised products. Fourth
graders exhibited mistrust for specific commercials and 'tricky* ele-
ments of commercials; sixth graders exhibited global mistrust, except,
if probed, public service announcements (sic)" (Ward, p. 15). Regard-
ing the affective responses of children to commercials, the investigators
found that "Youngest children show some positive responses to the
entertainment value of commercials; second graders have slightly nega-
tive associations
. .
. ; fourth graders exhibit distrust, but appear
to enjoy humor (especially slapstick and sadistic); sixth graders . . .
are generally contemptuous" (Ward, p. 15). It appears, then, that by the
time he is seven years old, the typical child is at least vaguely aware
of a systematic duplicity perpetrated against him by adults. Children's
tolerance of commercials, however, according to Ward, increases with
the amount of television watched, seeming to suggest a numbing effect
of saturation television viewing.
Ward and Wackman (1971b) studied the relationship between tele-
vision advertising and family purchasing patterns. Questionnaires were
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mailed to 132 mothers in the Boston area, and the investigators'
analysis was based on an 83 percent response. They found that mothers
felt that commercials have a stronger influence on younger than on
older children, and that younger children are more likely to try to
influence mothers to buy advertised products. On the other hand,
mothers reported that they were more likely to yield to the influence
attempts of older children. It was felt that television advertising
contributed to intra-family conflict, but Ward and Wackman felt that
such conflict appeared to be "part of more general parent-child conflict
problems" (Ward, p. 16). The investigators reported two other interest-
ing observations: mothers who themselves spend a great deal of time
watching television are more likely to yield to children's attempts to
influence purchases, and mothers who restrict their children's viewing
are less likely to yield.
The advertising industry is well aware of what it takes to make
young children respond as desired to commercials. Its awareness appears
to be mindlessly cynical. One executive has said, "When you sell a
woman on a product and she goes into the store and finds your brand
isn't in stock, she'll probably forget about it. But when you sell a
kid on your product, if he can't get it, he will throw himself on the
floor, stamp his feet and cry" (quoted in Liebert et al.
,
p. 125). On
this note, the study of Blatt, Ward and Spencer on the relationship
between children's developmental level and their reaction to television
advertising suggests that very young children are "impulsive, self-
protective and submissive" and that these viewers "respond principally
to the basic needs and fears, and tend to be most receptive to commercials
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which demand, threaten, or use 'hard sell' commands to stimulate impulsive
reactions" (p. 25).
If children have been shown to display antisocial behavior when
exposed to antisocial televised models, then it should follow that the
same would apply to prosocial models. The beneficial effects of "Mister
Rogers Neighborhood on preschoolers have been demonstrated by Stein
and Freidrich (see pp. 32-33). In another study, Baran (1974) exposed
two groups of children, one low in self-esteem and the other high, to
televised material in which both anti and prosocial behaviors were
exhibited, unrewarded and unpunished. The children 1 s behavior was
observed during a twenty minute play period directly following the
viewing. Baran found that "the low self-esteem children showed greater
amounts of prosocial modeling than the high self-esteem children who
had seen the same program.
. . . Apparently, when presented with prosocial
television models, even in the presence of aggressive models, these low
self-esteem children chose to model the prosocial behaviors" (p. 47).
An earlier investigation by Bandura and McDonald (.1963) demon-
strates the effectiveness of observational learning as compared with
operant conditioning in the acquisition of prosocial behavior. Children,
aged from five to eleven, were divided into two groups: the first
viewed live people making moral judgements; the second was conditioned
to make "correct" moral judgements through the systematic administration
of rewards. When later presented with hypothetical situations of their
own, those exposed to the models made significantly more "correct"
responses than the children having undergone the operant conditioning.
A study by Elliot and Vasta (1970) subjected groups of preschool
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children to three experimental conditions. In the first, the children
were exposed to a televised model displaying altruistic behavior. In
the second, the model also acted altruistically, but was rewarded for
his behavior. In the third, not only was the model rewarded, but an
explanation about why he was rewarded was given. When they were later
allowed to share pennies and candy, the children in the third condition
displayed greater generosity than those in the second, who in turn
displayed more than those in the first. The results of this study have
significant implications for the participation of teachers and parents
in the television viewing activities of their children.
Other studies have demonstrated the positive therapeutic potential
of television. Bandura, Grusec and Menlove (1967) have shown that
avoidance behavior (fear of dogs) could be extinguished in three- to
five-year olds through exposure to a live model playing with a dog
without adverse consequences. Later, Hill, Liebert and Mott (1968)
replicated the study, using a filmed model, with similar results. •
O’Connor (1969) found that the social interaction of withdrawn preschoolers
can be enhanced through exposure to televised child models displaying
increased levels of interaction. Other studies have demonstrated the
effectiveness of television as a tool for helping children learn self-
control, and for curbing deviant behavior (Liebert et al.
,
pp. 89-96).
Baran summarizes the implications of these studies:
These [prosocial] effects can be produced through the judicious
use of television. The important question, however, is "where
are the programs that present prosocial models engaging in pro-
social behaviors?” The ” Sesame Streets" and "Misteroger '
s
Neighborhoods” are relatively few and far between. . . . Pro-
social models are relatively absent on television; equally
important . .
.
,
antisocial models are consistently reinforced
and rewarded on television (p. 50).
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Is it, then, enough that commercial broadcasters do no harm? Might
they not assume some responsibility for living up to the potential that
is now demonstrably attainable?
Child-created television cannot by itself solve the problems
surrounding excessive viewing by children, televised violence, or
commercialism; nor can it guarantee the development of prosocial
behaviors. It can, and does, however, engage children in activities
that are essentially sociable. It encourages an activist approach to
learning and use of television. Deverell interviewed concerned adults
about children’s television. They felt ”it is important that children
become aware of themselves as a resource (sic) for their own learning,
creative and imaginative play, and entertainment.
. . . Very little has
been done with this concept on television" (p. 20). Deverell is
referring to one-way broadcast television.
Other critics from within and outside the television industry
have made extensive commentary on the nature and effects of children's
television. Garfunkel, as we have seen, called for a greater presence
of children exploring "real" problems in natural classroom situations.
What Garfunkel has called for is what the producers of "Zoom" tried to
do in the context of nationally-broadcast television. CVT attempted to
take this notion a step further by demonstrating that any group of
children in any middle elementary school environment could produce
television programming using their own classroom environments as a base
for their activities. It also demonstrated that local, community-based
television delivery systems (CATV) could be used for specific, local-
interest programming. "Zoom," for all its worth, demonstrated an
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important constraint of national broadcast television,
casting creates a situation in which an elite and often
National broad-
precocious group
of communicators who do not represent geographical diversity and local
interest diffuse messages to masses of dispersed receivers
CVT attempted to extend certain other concepts of critics and
activists in children’s television to meet local needs. Public tele-
vision, unlike its commercial counterpart, has secured the input of
highly-qualified professional educators and child development specialists
in the creation of its children's programming. CVT approached this
concept by thinking of professional involvement at the grassroots level:
the classroom teacher and other concerned school personnel. It was felt
that national television is not able to draw on the resources of those
professionals closest to the needs of individual children. School-
based, child-produced television, it was believed, provides a viable
television alternative which can draw on important local professional
resources to meet the needs of each child. More important, perhaps, is
the way in which CVT sought to meet John Holt's objection to the adult
orientation and didacticism of "Sesame Street." Among the most important
goals of the project were that the child should be the center of focus
by having him undertake the tasks of production and that, by doing so,
learning and discovery should be emphasized over teaching, and the audi-
ence child should become child producer.
The Open Classroom and Child-Created Television
While child-created television can doubtlessly help children
discover things for themselves in nonviolent, active and sociable ways,
it requires a setting in which it can be regularly practiced in connec-
tion with other learning and social activities. For the Children's
Video Theatre staff, the open classroom appeared to provide the appro-
priate setting.
In one of the first American descriptions of open education, A
Plan for Continuing Growth
,
Armington (1969) cautions against looking
at open education as a "model." Rather, it is an approach based on a
set of more or less commonly held assumptions about children and learn-
in8 (p* • Open educators often say that each open classroom possesses
a uniqueness fashioned by the set of experiences brought to it by individ-
ual children and teachers. Brian Burnham of the Ontario Institute for
Studies in Education reported on an investigation he directed comparing
open classrooms with traditional classrooms (1971). He asserts that the
open classroom should not be defined purely in terms of open physical
space. He writes:
In modern schools, hopefully, the educational containers
. . . mold themselves to the fluid activities within rather
than the other way around. This urges attention to a school's
internal activities, rather than to its construction, in order
to understand how open education differs from other concepts.
What generally best distinguish openness in elementary edu-
cation today . . . are the assumptions its proponents make
about certain closely related aspects of human nature and
the school setting . . . (p. 22)
Rothwell (1973) stresses the open education concept should not
be confused with the open plan, and goes even further by saying that
"the open plan school . . . can be a rigidly inhibiting factor in edu-
cation fit] sometimes prescribes an organization based on the
dictates of the architects and planners. What is dictated is fashionable
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but it is not necessarily right!" (p. 120). Rothwell's experience has
shown him that open education can be found in physical classroom
arrangements of many descriptions.
One of the first
was Barth's (1969, 1971)
American attempts to describe open education
articulation of some key assumptions about the
nature of children's development, learning, and behavior. He says
that children are naturally curious. This curiosity provides a built-in
motivation for children to explore and learn in a stimulating environ-
ment. Such an environment should be rich in varying stimuli, flexible
enough to accommodate a variety of simultaneous activities, nonpunitive,
and should encourage decision-making among children. The ability of
children to explore and learn on their own initiative is directly re-
lated to good self-concept. Learning proceeds from the interaction
between children and their environment. Given the opportunity, children
will share learning among themselves. All children pass through the
same stages of cognitive development, but in different ways and at
rates. The formation of abstract concepts and verbalization
proceeds from concrete experience; such experience is critical to
children s learning, especially in the early developmental stages.
Mistakes without censure are an essential part of learning. A child's
learning is best assessed by close personal observation, taken over a
long period of time, in comparison with past achievement and not with
the achievement of others (pp. 116-136). Barth's assumptions about
child development are rooted firmly in Piagetian psychology, and Purkey
(1970), among others, has found that good self-esteem is positively
related to learning (p. 27). Barth makes no reference, however, to the
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age level of the children to which these assumptions apply, a point
not missed by some of open education's critics."^
Traub et al. (1972) refer to the low status of specific,
behaviorally-stated instructional objectives in the minds of open
educators. On the other hand, they suggest that open educators do give
thought to the outcomes for pupils of the kind of schooling they espouse.
These relate to the development of basic skills and cognitive abilities:
communication skills, number skills, problem-solving skills, and increas-
ingiy sophisticated levels of ability in forming and applying concepts.
These generalized outcomes are no different from those traditionally
espoused. Open education makes its departure, however, in the equally
heavy emphasis it places on the affective and social development of
children, and on the learning process skills which children use to
learn on their own initiative: decision-making, openness to new situa-
tions, self-instruction, divergent thinking, cooperation in group problem-
solving, resourcefulness, and self-others frame of reference. This is
not to say that schools which are not open are not concerned with the
development of these characteristics in children but simply that open
education appears to place a particularly high premium on them. Traub
et al. point out that these latter, more affective outcomes tend, in
many cases, to be mutually reinforcing. Furthermore, they are, as they
should be, strongly related to the underlying assumptions of open
^Etzioni (1971) in his critique of Silberman's Crisis in the
Classroom claims that the secondary school grades must educate more in
accordance with the society in which school graduates will have to func-
tion and that the assumptions on which open education operates are, in
his opinion, inappropriate for secondary schooling (p. 97).
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education. For example, If it is assumed that children are naturally
curious, it follows that school activities should be organized that
promote resourcefulness, self-instruction, openness to new situations
and other characteristics which encourage a child to exercise his
curiosity at increasing levels of sophistication.
Open educators often cite the difficulty of making valid measure-
ment of pupil outcomes. According to Traub et al., there is no conclusive
evidence that open classrooms are more effective than "closed" class-
rooms in attaining these outcomes, though he does not accept the claim
that existing measurement techniques are inappropriate. The problem,
he says, is that it is impossible to measure the outcomes of open educa-
tion programs "until a basis exists for assessing the openness of pro-
grams." In order to develop an instrument for such an assessment,
Traub' s procedure was "to isolate those characteristics of school
programs that would be likely to influence the development of open
education outcomes" (p. 73). He isolated ten basic classroom character-
istics: setting instructional objectives, materials and activities,
physical environment, structure for decision-making, time scheduling,
individualization of instruction, composition of classes, role of teacher,
student evaluation, and student control (pp. 73-84). Each of these
characteristics has observable manifestations, the relative absence or
presence of which contributes to the determination of a classroom's
degree of openness.
Seven of these characteristics relate directly to the curriculum
development and implementation process. The remaining three (role of
teacher, student control, and structure for decision-making) are
concerned with the roles played by the individuals in the effectuation
of curriculum practices. This urges attention to the work of Bussis
and Chittenden (1970) who, in their analysis of open education, pre-
sented a simple scheme by which four general types of schooling could be
classified (pp. 22-27). Open education is characterized by the high
input of both teacher and child to the curricular process, as distinct
from the "free school" which is characterized by high student but low
teacher input; traditional education, characterized by high teacher but
low pupil participation; and programmed learning where there is low
input of both teacher and child, each of whom are guided by an externally
prepared program. Bussis and Chittenden's analysis suggests that the
seven "curriculum development" characteristics of Traub et al. should be
equally influenced by the decisions of both teachers and children in
open classrooms, as the following analysis should indicate.
The open classroom teacher tends not to teach from behavioral
objectives (Mager, 1962; Popham, 1965) using, instead, what Elliot Eisner
(1967) calls expressive objectives, which are not stated in terms of
behavioral outcomes, but describe learning encounters. Eisner claims
that the outcomes from any particular learning experience will vary with
the individual. He writes:
Educational objectives are typically derived from curriculum
theory, which assumes that it is possible to predict with a
fair degree of accuracy what the outcomes of instruction will
be. In a general way, this is possible. . . . Yet, the out-
comes of instruction are far more numerous and complex for
educational objectives to encompass. The amount, type, and
quality of learning that occurs in the classroom, especially
when there is interaction among students, are only in small
part predictable (pp. 253-254).
In the same article, Eisner quotes MacDonald who offers a view of
objectives more in keeping with the thinking of open educators:
Let us look, for example, at the problem of objectives.
Objectives are viewed as directives in the rational approach,hey are identified prior to the instruction or action and
used to provide a basis for a screen for appropriate activ-ities .
There is another view, however, which has both scholarly
and experiential referents. This view would state that our
objectives are only known to us in any complete sense after
the completion of our act of instruction. No matter what
we thought we were attempting to do, we can only know what
we wanted to accomplish after the fact. Objectives by this
rationale are heuristic devices which provide initiating con-
sequences which become altered in the flow of instruction.
In the final analysis, it could be argued, the teacher in
actuality asks a fundamentally different question from "What
am I trying to accomplish?" The teacher asks "What am I going
to do? ' and out of the doing comes accomplishment (p. 258).
The use of instructional objectives is not ruled out of the
open classroom, however. In a critique of traditional American school-
ing* Peter Drucker (1972) points to the English-style open classroom as
"one of the first rigorous applications of behaviorism to large numbers
of human learners. . .
.
[The child] programs himself according to his
own pattern, rhythm, speed, and sequence" (p. 86). This view is cor-
roborated by Traub et al. who indicate that the degree of openness in
any classroom is determined not so much by the presence or absence of
instructional objectives but by the degree to which children are involved
in setting them and the degree to which they are individualized.
The setting of objectives for children, whether they describe
educational encounters, as Eisner would have it, or are described
behaviorally
,
follows from the continuing diagnosis of each child.
\
This is an activity pursued jointly by both teacher and child, but is
the ultimate responsibility of the teacher. While the child in an open
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classroom exercises a considerably greater degree of choice in the
determination of the goals and content of his learning activities than
does his counterpart in a traditional class, he does so within the
limits established by his teachers' diagnosis of his progress at any
particular point in time. As Walberg and Thomas (1971) observe:
What open educators seem to be saying is that both parties(.teachers and children] must jointly assume the decision-
making function in the classroom and, in complementary
roles, together fashion the child's school experience,
tailored to both the child's choice of immediate goals
and the teacher's long terra goals for him (pp. 9-10).
A common observation among American observers of the English
open classroom centers on the rich variety of materials in comparison
to American classrooms. In her report on open education in the United
Kingdom, Lillian Weber writes: "All English teachers aimed for this
profusion of materials j they maintained that a high level of supply was
needed to sustain stimulation and that having just one or two interest-
ing items was insufficient" (p. 114). One might expect to find class
sets of materials in traditional schools, American or English, but in
the open classroom one would find only a few (sometimes only one)
examples or copies of any given item but a wide variety of items
(Featherstone
,
1967, p. 4). Materials are the core of the curriculum.
They include not only unusual objects but also such traditional items
as basal readers, text and workbooks, and programmed materials. Traub
indicates that materials in a wide variety of formats exists in the
open classroom, including multi-media kits, filmstrips, pictures,
recordings. It would also imply a wide variety of manipulative materials
sand, old clothes, pets, baking ingredients, found objects, toys, odd
pieces of throw-away lumber, etc. The open classroom teacher recognizes
that learning can proceed from almost any kind of material, often in
unpredictable ways. A number of writers on both sides of the Atlantic
have exhaustively described the ranges of materials they have encountered
in open classrooms (Brown and Precious, 1968, pp. 140-149; Leitman and
Churchill, 1971, pp. 173-184; Weber, 1971, p. 115). The media of
instruction are also highly varied in the open classroom. From the use
of pencils, paints, and crayons to cameras and videotape recorders;
from paper to clay and raw movie film, children are encouraged to use the
tools of communication and learning. To the greatest possible extent,
these tools are made available for active child use (Traub et al., p.
74).
To an unfamiliar observer, the provision of materials might
appear to be haphazard, and the use of them by children to proceed
randomly. Nothing could be further from the truth. Materials are
organized in a way that they are accessible to children and appropriate
to their assessed instructional needs. The teacher always knows how
his pupils are using the equipment and materials provided. Bussis and
Chittenden observe that:
On a purely practical level . . . the teacher should have
materials ready for use, not just there. . . . Materials and
equipment should be placed so as to encourage children to
take responsibility. If coat hooks, construction paper, or
facilities for displaying children's work are out of reach,
then a child must obviously rely on the teacher for help in
performing some act he normally could manage quite well him-
self (p. 35).
The question then arises as to the respective roles played by teacher
and child with respect to materials and activities. Open educators have
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no doubt about the primacy of the teacher in providing the materials
for learning, as Brown and Precious indicate:
The teacher is in charge of the classroom and it is her
responsibility to make the environment (well supplied with
suitable apparatus and materials) attractive and thought
provoking and one in which there is the widest opportunity
. for the development of the children's creativity and intel-
lectual ability. Through the provision of materials and
equipment she can so condition the situation that the chil-
dren will follow definite leads to specific experiences which
she may decide they need (p. 28, emphasis mine).
Teachers need to be familiar with the materials they provide, accord-
ing to Bussis and Chittenden. They should also be alert, however, to
the unanticipated ways in which the children use them.
Like the child, the active teacher always regards structured
material as potentially "fair game" for new and imaginative
uses which transform its learning value. Unlike the child,
however, she is responsible for understanding in what ways
the material lends itself to legitimate educational ends
—
whether used in an orthodox or unorthodox manner (p. 33) .
The child plays an active role in deciding which materials he
will use, and how he will use them, but a lesser role in providing them.
In exercising choice and making decisions about the use of the materials
provided, the child indirectly affects the further provision. Frances
Hawkins observes:
. . . I speak of the principle of choice as it contributes to
learning when there is a richness in the environment and chil-
dren are using well their innate capacities for choice. The
first condition is met [by the teacher] by providing materials
from which children make choices. ... To meet the second con-
dition a teacher must plan to learn about the children through
their choices and so begin to acquire specific content and
definition, from each child, for the variables of significant
choice and quality of involvement. It is only through such
learning, in turn, that a teacher can modify initial goals and
materials (pp. 376-377).
While Moorehouse uses the term "responsive environment" in
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reference to materials, materials need to be considered in the context
of physical space. In her comparison of the open with the self-contained
classroom, Evans (1970) noted that the self-contained classroom environ-
ment was uniformly arranged so that the children could easily see the
blackboard or the teacher from where they sat. The open classroom,
on the other aand, is arranged to accommodate many different children in
different group configurations, many of whom will be doing different
things simultaneously. She refers not only to the flexibility of class-
room arrangement, but also to the liberal use of nonclassroom space:
halls, resource centers, cloakrooms, schoolyard, and community.
In Crisis in the Classroom
,
Silberman (1970) wrote, "The teacher
creates a highly structured environment, organized around space, rather
than a time framework, and manages it so that it changes in response to
children s interests, activities and needs" (p. 238). Classroom space
that continually changes implies that there is no prescribed floor plan.
Nevertheless, a number of physical arrangements of open classroom space
have been suggested (Fryer, 1970, p. 90; Brown and Precious, 1968,
pp. 19-20; Weber, 1971, p. 116; Sargent, 1970, pp. 4-9). Most of these,
suggestions are accompanied with the caution that they are not to be
taken as directives; indeed, Brown and Precious write, "It should also
be remembered that these arrangements must be flexible and capable of
frequent adaptation to the prevailing needs of children" (p. 19).
Common sense appears to guide the open classroom teacher in the
physical arrangement of space. Quiet areas for reading are normally as
far away from the noisy areas as possible. Materials are stored and
labelled for easy access, and for children to associate the written
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labels with the things they represent. There is no need for a desk
and chair per child because many will be working at various places in
or outside the classroom. Each child usually has his own storage
spaces for clothing and work materials which provide a stable frame of
reference which, in a traditional classroom, is provided by the child's
desk. All available space is used, including the floor and walls, and
these are equipped accordingly with bulletin boards, pegboards, carpets,
or tile for the various activities which occur in the respective areas.
Open classrooms are commonly divided into activity or interest
areas. Rathbone (1970) describes the typical open classroom as consist-
ing "of a number of not very sharply divided areas in which children
work individually or in groups at designated activities associated with
that particular area" (p. 26). The child is free to move through this
space. 'The teacher in the open school organizes his classroom
. . .
to extend the range of possibilities children can explore" (Barth, 1970,
p. 80). The nature and purpose of the activity center normally determines
where materials and equipment will be placed. The problem facing the
teacher is not only to equip the activity areas so that children can
continually work through material and activities at progressively higher
levels of sophistication, but to make connections between them so that
children can move back and forth without losing their unity of purpose.
The open classroom teacher includes the space outside the class-
room in his thoughts about physical space, according to Rathbone.
Equally significant is the flexibility of the classroom's
assumed perimeter. For the boundary represented by those
four walls is by no means generally accepted. . . . When
weather permits, carpentry, native study, waterplay and
even reading are as likely to be taking place outside as
in (p. 28-29).
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Much of the earlier open education literature emphasized the value of
activities outside the classroom, but revealed little thought about the
use of the community beyond the schoolyard. More recent literature is
.reflecting a greater interest. For example, the Big Rock Candy Mountain
catalogues consistently emphasize community resources for learning,
although it might be claimed that these catalogues belong to the liter-
ature on free schools. Wurman’s Yellow Pages of Learning Resources
(1972) describes many ways in which community people, places, and things
can contribute to the development of children. Gross (1974) makes a
strong plea for schools to bring the children’s neighborhoods and
homes into their learning activities. At the same time, she urges
teachers to become involved in community affairs where their schools are
located in order to become better informed about their pupils’ out-of-
school environments (pp. 122-124).
Children are continually making decisions about how they will use
classroom space. The space, however, is managed by the teacher. In a
flexible physical environment, the child has to make choices about which
area he will choose for his work, what he will do while he is there,
with whom he will do it, and for how long. The teacher reserves the
right to intervene when he feels that the social good or the good of
the individual requires it, but he does so in the context of his belief
that intervention occurs only when necessary, and that it is always better
for the child to resolve these questions for himself. Within physical
spaces, children are encouraged to interact purposefully and in a way
that does not interfere with the rights of others.
In the open classroom, time is not cut up into uniform blocks for
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work in the discrete subject areas. The open educator generally endorses
Leonard’s (1968) comment about uniform schedules: "Any system of fixed
scheduling and mass instruction must be insanely inefficient" (p. 181).
Tne typical open classroom teacher, however, does not avoid large group
instruction as a matter of strict principle. Structured and unstructured
time exist side by side. Traub et al. indicate that the degree of
openness can usually be assessed by "the [relative] absence
. . . of a
rigidly followed timetable [and] the amount of unstructured time in the
school day, that is, the time during which students are completely free
to pursue their own interests
. .
." (p. 75).
The traditional timetable, say Brown and Precious, is based on
the premise that children cannot concentrate for long periods of time
(p. 12). This arrangement, according to the Plowden report, "was not
suited to what was known about the nature of children, of the classifi-
cation of subject matter, or of the art of teaching. Children’s interest
varies in length according to personality, age and circumstances, and
it is folly to interrupt it when it is intense, or to flog it when it
has declined" (p. 197). The open educator views the school day as an
integrated unit, portions of which are divided according to the needs
of the situation. Time fits the need of the child; children are not
fitted into fixed and uniform slots. Brown and Precious talk about "a
natural flow of activity . . . not interrupted by artificial breaks,"
and say that children need "the time to pursue something in depth, even
though it may take several days" (p. 13).
The child’s freedom in the use of time is relative to the
teacher's perception of the situation regarding each child. "Yet the
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teacher must constantly ensure a balance within the day or week or both
for the class and for individuals. He must see that time is profitably
spent and give guidance on its use" (p. 198), the Plowden report asserts.
Within this general framework, the children are expected to assume
active responsibility for deciding how they will spend time. Barth
feels that time is "the servant, not the master of the child" (1971,
p. 129). It might be more fitting to say that time is the servant of
circumstance. One of the skills open education seeks to develop in
children is the effective organization of time. Children develop this
skill, and all skills, through active practice. The teacher creates a
structure which encourages children to use time in a varied and challeng-
ing way, but the immediate choices are made, as much as possible, by
the children. If children learn to organize their time effectively,
then it is more likely that the unique pace of learning for each child
will be met.
The degree to which school class composition reflects openness is
the degree to which it departs from the traditional horizontal grade
level system. In a traditional class, say Traub et al.
,
students are assigned to grades either on the basis of age
or physical and social maturity, or achievement, or some com-
bination of the three, . . . are assigned in groups of about
30 to individual teachers, [and] provision is made for similar
content, activities and rates of progress for all students in
a grade (p. 76)
.
On the other end of the continuum, "students . .
.
group themselves with-
out regard for age and past accomplishment" (p. 76). Traub et al. explain
that an open, ungraded classroom composition is established on the assump-
tion that there is valuable learning to be gained from a mix of age,
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maturity, ability, and interest. Children are more likely to benefit
from peer learning in diverse groups than in homogeneous groups.
The open classroom is always heterogeneous within age groups, and
is often vertically" organized; children from two or three age levels
are grouped together in one room. Each vertical group consists of
roughly thirty children. Thus, a child entering an open classroom at
age five would stay with it until the age of seven or eight, ensuring a
continuity of social relationships among children and between children
and their teachers. Of course, it is possible to create homogeneous
subgroups or 'streams" within a more heterogeneous mix; open educators,
however, tend to reject streaming in any form. Blackie (1967) argues
that streaming perpetuates poor self-concept among children in the lower
streams. Because upper streams tend to come from upper middle class
families with higher expectations for their children, streaming tends to
reinforce class divisions as well. Furthermore, streaming severely
cuts down the possibility of children learning from their peers.
Moorehouse comments, "... there is no real purpose in organizing
children into age-groups, for in any group of children who are six
chronologically there will be children who are four, five, six, seven,
eight or nine intellectually with an even wider scatter of social and
emotional maturity" (p. 5).
I
Various configurations of groupings exist at any given time;
children work individually, in small groups, or cm entire class.
Over time, the groups are fluid. T * I-^ldual children break out of
present groups to for"- .ew u>id different ones or to work alone and then,
perhaps, --.'r.i to the group from which they originally came. The focal
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point for the formation of most groups is the activity center, where
children have access to the tools and materials required for project
work.
The teacher is responsible for seeing that the grouping patterns
which evolve in his classroom are purposeful. Armington points out
that groupings
. . . are flexible, shifting with the changing needs
and interests of the children" (p. 7), but the teacher is primarily
responsible for determining these needs and seeing that they are met.
Within this framework, children continually make choices.
the child to have the freedom ... to be alone or with
a group is an essential feature of [the open classroom]
environment. The element of choice allows for the needs of
the child and will encourage spontaneous involvement and
concentration to the exclusion of external activities and
noise (Brown and Precious, p. 14).
By exercising such choice, children not only come to learn about the
kinds of human associations and grouping patterns they need to establish
for themselves to accomplish different kinds of objectives, but they
also learn for what purposes they need solitude.
Frances Hawkins remarks that the open classroom teacher always
needs to be aware of each child's interaction with his learning environ-
ment so that new strategies can be planned and existing ones modified.
Walberg and Thomas have suggested that the teacher as diagnostician and
evaluator attends to the underlying reasoning behind each child's work.
Therefore, errors are seen as valuable sources of diagnostic information.
A child's fantasy is another valuable source of information because it
indicates the ways in which the child's inner world is influencing his
outer behavior. Diagnosis is based primarily on the teacher's personal
57
professional judgement, but rarely, if ever, on standardized tests.
The foregoing comments also apply to evaluation because, in open
education, diagnosis and evaluation are intimately related. Evaluation
yields diagnostic information; it is formative, a point in a repeating
diagnosis-individualizing-evaluation cycle. It is not used as a reward
or punishment, or as a device for labelling children as successes or
failures. The Plowden report points out that "one of the main educa-
tional tasks of the primary school is to build on and strengthen
children s intrinsic interest in learning and lead them to learn for
themselves rather than from fear of disapproval or prais*e" (p. 196)
.
Doubt is expressed in this report about the validity of measuring chil-
dren according to universal standards which, at best, are appropriate
only for a limited number of "average" children. Children's learning,
then, is assessed and reported according to the norm each child has
established for himself through his own continuing performance. Verti-
cal grouping is particularly appropriate for this kind of evaluation
because of the relatively long period of time that a child can be
observed by one teacher.
Observation is systematically recorded. Records are often in the
form of anecdotal histories chronicling the various facets of each
child's development. Children participate in this record keeping in a
number of ways. They keep their own portfolios of work which can be
periodically examined by teachers and parents, or by the children
themselves (Blackie, pp. 49-50). Children can also chart their own
progress in any area of the curriculum. Whatever procedure is used,
record keeping in the open classroom never loses sight of the long
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range goals that teachers hold for children. These goals provide the
structure within which teachers and children can form partnerships for
the regular contribution, organization, and assessment of data.
Because diagnosis, evaluation and the provision of learning
opportunities are uniquely focused on each child, the individualization
of instruction is pretty well assured. Individualization in the open
classroom is concerned with more than just the pace of instruction; it
is equally concerned with goals, content, and the input of each pupil as
the curriculum is developed. The spectrum of the curriculum is a
smorgasbord of activities individually designed.
Barth (1971) affirms that "the best measure of a child's work is
his work" (p. 132). This might be extended by saying that the greatest
honor for a child's work is public recognition, which is a form of eval-
uation. Open educators generally recognize the positive effects of
public display. Gardner and Cass (1965) point out, "When visiting the
classrooms of good teachers, one is always struck by their tendency to
stand back and let the children's work be seen" (p. 21). The regular
publication of a classroom newsletter is another form of public display
(Brown and Precious, p. 71).
Underlying the open classroom curriculum is the notion that the
focus of a child's work is his activity, not subject areas. Learning is
interdisciplinary (Armington, p. 7; Brown and Precious, p. 57; Feather-
stone, p. 10). Any activity can involve work in several "disciplines;"
the activity then becomes the integrating force which breaks down the
artificial barriers which separate, for example, math from language
arts. Open classroom teachers avoid teaching the "basic skills" as
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subjects in the curriculum; skills ore learned, as much as possible, by
being put to active use for personal goals. The Plovden report puts it
this way. Rigid division of the curriculum into subjects tends to
interrupt children's trains of thought and interest and to hinder them
from realising the common elements in problem solving. These are among
the reasons why some work, at least, should cut across subject divi-
sions ..." (p . 197 ).
Much of the literature on open education concentrates on the
lower elementary grades. Some of the more general literature on the
rationale and assumptions behind open education fails to specify the
age levels to which it refers. It is generally assumed that the assump-
tions and philosophy upon which open education rests apply to all the
elementary grade levels, indeed to human learning in general, but des-
criptions of open classrooms at the upper elementary levels are hard to
find. (Yeomans, 1971, has written some material on open education at
the secondary level.) This, as Etzioni (1971) has suggested, might be
one of the major weaknesses of the literature. I do not propose to argue
this point here, except to say that it is an area which the literature
needs to address in greater depth. On the other hand, the literature
has, over the past decade, become more varied and descriptive. Attempts
have been made to describe and quantify the characteristics of open edu-
cation.
Much research is needed to assess the outcomes of open education.
What little research exists so far is inconclusive at best. What appears
to be certain is that open classrooms do no worse than traditional class-
rooms in subject matter mastery and acquisition of basic skills (Lovell,
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1963; Gardner, 1966; Sllberman, 1970) and appear to show superiority in
the areas open educators consider important
: initiative, personal re-
sponsibility* cooperative teaching (Burnham, 1971). Burnham also
suggests from his research that children in open classrooms appear to
enjoy their school experiences more than those in traditional schools.
Open education is committed to discovery, learning, use of com-
inunity, and the individualization of curriculum. The Children's Video
Theatre attempted to develop a curriculum in harmony with the theory
and practice of the open classroom. In a technical sense, it was
believed that child-created television would add a new activity to the
"smorgasbord" to which open educators have referred; but educationally,
it was held with equal conviction that this "new" activity should extend
and enrich the learning activities of children in and out of the class-
room. The technical activity was viewed as a communication skill which,
like writing, was to be put to higher purposes.
Television production was to add greater flexibility and dimen-
sion to the use of time and physical space in the open classroom.
Production is more adaptable to community exploration than are many
modes of communication. While there are many things to do with a video-
tape recorder in the classroom, there are many more to do outside, with
people and places in the community—things which cannot be done in
neatly packaged blocks of classroom time.
By its nature, child-produced television was believed to limit
the role of the teacher in the teaching-learning scheme. Production can
only be taught to fifth and sixth graders for a limited period of time;
they soon become anxious to jdo something with the skills they are
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acquiring. The child as producer is cast into a situation in which he
must make decisions, assume responsibility, take initiative, interact
with peers, and play an active learning role.
It was known that television production would integrate the
media of learning and the subjects of the curriculum as open educators
urge. Anyone who has produced a TV program knows the importance of
writing, spatial arrangements, oral communication, graphic materials
and other audio-visual resources even in the most elementary productions.
By the same token, elements of the language arts, science and technology,
the graphic arts, math, drama and social studies pervade many produc-
tions. CVT was intended to help break down the barriers of discipline
and media use.
Finally, child-created television was to contribute, along with
other open classroom materials and activities, to the diagnostic pro-
cesses of the teacher. As a means of supportive and formative evaluation,
it was seen as particularly appropriate. Through the use of local cable
television, children’s work could be displayed, not only to peers and
teachers in the classroom and school, but also to their parents and
friends in the larger community. The display of children's work so vital
to self-esteem through student newspapers and exhibits strongly suggested
the extension of this kind of display through the newer technologies of
small format television and cable TV.
In short, the open classroom appeared to be the most logical
location for a project with CVT's goals, one which sought to develop
technical communication skills and to encourage the use of these skills
to meet the curriculum needs of individual children.
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Child Created Television: The State of the Field
Lay people, including children, are becoming increasingly
involved in the production of their own television materials. In her
report on the educational uses of cable television, Hanley (1973)
stresses
:
Students will need to be taught more than reading, writing
and arithmetic to get along in .
. . society. They will need
to be taught to use the media to express themselves and exer-
cise their rights and values. Up to now, television has been
a passive medium wherein a few people programmed ideas, attitudes
and styles to mass audiences. With the coming of such things
as inexpensive, portable videotape equipment and cable tele-
vision, it will be possible to make television into an active
medium in which students can participate (p. 3).
On the potential contribution of cable TV, Hanley writes, "Cable TV is,
after all, only another manifestation of the technology which has
recently become available to educators to use, misuse or ignore as they
see fit. It can only be a good educational tool if those who use it
for teaching and learning use it well" (p. 3).
There is still little evidence of pupil-produced television in
schools. Some of the reported television utilization schemes focus on
the use of broadcast TV in instruction rather than active student tele-
vision production. It was recently reported, for example, that a
Philadelphia school has been using commercial television scripts from
popular programs, notably "All in the Family," to improve the reading
skills of inner city children (Walters, 1974 ). Another teacher
(Grutzmacher, 1974 ) has described curriculum ideas for using the TV
program "The Waltons" as a starting point for language arts and reading
activities. Both Walters and Grutzmacher justify the use of commercial
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television in the curriculum by the high degree of familiarity children
have with popular TV shows. Grutzmacher points out that this enables
children to be more relaxed, self-assured, and involved in classroom
activities based on such familiar material. She makes passing reference
to the possibility of videotaping related activities if the equipment
can be found without specifying whether it is the children or the
teacher who should do the videotaping. A monograph of the International
Reading Association on the uses of television for reading in the elemen-
tary school suggests activities similar to those advocated by Walters
and Grutzmacher but makes no reference to pupil-created television
(Becker, 1973). There is, however, a suggestion that pupils can write
television scripts for audiotaping. Presumably, Becker assumes that
videotaping equipment is not readily available to the typical elemen-
tary school teacher, although he does not state this explicitly.
Borton and Belasco (1975) describe a project they call Dual
Audio Television in which simultaneous FM radio and TV programs are
broadcast to help Title I second and third graders develop vocabularies.
The project operates in Philadelphia where a commercial TV station
broadcasts "The Flintstones" and "Gilligan's Island." At the same
time an audio commentator on the local educational FM station broad-
casts comments and explanations of a specified number of words—usually
about five—used in the television program that the children are not
likely to know. His comments are made during pauses in the TV characters'
script. The words are chosen on the basis of a testing program designed
to identify those which are beyond the children’s comprehension but
within their grasp. Although the radio commentator's remarks are
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carefully scripted, he ad libs when he can with jokes and nonsense
comments to hold the children's attention. Various testing programs
show, according to the authors, that the scores of the second and third
grade Title I target children increased by about five percent for each
day listened. Interestingly enough, an audience survey in Philadelphia
showed that the dual audio TV audience was "25% larger than that of 'The
Electric Company which was shown on television at the same time" (p.
10 ).
The inaction of educators in taking advantage of the new tele-
vision tools, especially cable TV, is especially significant in view of
the FCC regulation, adopted in 1972, that cable TV systems in the top-
100 television markets set aside one channel for educational use free
of charge for a period of five years. The regulation reads, in part:
. . . local educational authorities [will] have access to one
designated channel for instructional programming and other
educational purposes. Use of the educational channel will be
without charge from the time subscriber service is inaugurated
until five years after the completion of the cable system's basic
trunk line. After this developmental period—designed to
encourage innovation in the educational uses of television
—
we will be in a more informed position to determine in consul-
tation with state and local authorities whether to expand or
curtail the free use of channels for such purposes or to con-
tinue the developmental period (quoted in Hanley, p. 46).
In many markets, the experimental period is half expired and nothing
has been done. Very likely, educators will soon be in the uncomfortable
position of having to justify their opposition to the curtailment of
this service following five years of inaction. Hanley stresses the need
for short- and long-range planning for today's cable TV systems and for
developments anticipated for the future. On the one hand, she urges
state and federal agencies to commit resources for demonstration or
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pilot projects; on the other, she calls for local educational officials
to make substantial and sustained commitments of their own, including
the purchase of reliable TV equipment; working with the local cable
system to arrange educational services; establishing origination stu-
dios; employing professionals with related technical and educational
backgrounds; providing the resources for training personnel in the use
of cable TV; developing programs to benefit local communities as well
as educational systems as such. Some of the arrangements that have
already been made between cable systems and local school authorities
are cited by Hanley: wiring schools for better reception of commercial
and ETV programs; connecting school studios to cable TV head ends for
direct live, filmed or videotaped programming; community cablecasting of
school board meetings, continuing education courses, or other programmed
material; school-prepared programming for use in schools to supplement
regular instruction, often on demand; using cable TV studio and distribu-
tion facilities for purposes that would otherwise require capital
investment in expensive closed circuit TV (CCTV) systems; interconnec-
tion of local CCTV systems within or among counties subscribing to the
same CATV system (pp. 4-6).
Very little research on the child use of television has been
reported. Laybourne and Geller (1972) write that no hard research
exists to prove the effectiveness of media-making by children for im-
proving their performances in their other school work. From their
personal observation of this sort of activity, however, Laybourne and
Geller feel that "higher motivational levels are carrying over to all
other levels of learning and teaching" (p. 32). In his M. A. thesis
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on the child production of television, Ackernan (1973) found "children's
television workshops to be 'pioneering territory' as far as valid re-
search and study are concerned" (p. 7).
Ackerman has attempted a first step toward remedying the paucity
of research xn child-created television. He conducted a study to
determine whether children learned to produce "better" television mate-
rials if they learned in a "structured" as opposed to an "unstructured"
workshop. Two such workshops, one "structured" and one "unstructured,"
were conducted for five sixth grade children in each group once a week
for eight weeks. Ackerman's study is rather loose. He fails to define
critical terms adequately, both in formulating his questions and stat-
ing his conclusions, and he does not control the variables affecting
the study's outcome. His conclusion, predictably, is that neither the
structured nor the unstructured" approach to teaching television
production is "better," but that elements of both approaches should be
present in workshops for the child production of television (p. 93).
Ackerman does, however, raise some interesting questions related to the
introduction of his research project in his host schools. The regular
homeroom teachers did not appear to be active collaborators in the study;
Ackerman relates that his workshops suffered because the host teachers
failed to do any preparatory or follow-up project work in between
Ackerman's weekly visits, thus severely cutting down on the time avail-
able to him for hands-on work with the children while he was there.
Another problem was that his video workshop activities were accorded
"extracurricular" status, thus relegating them to relative unimportance
in the eyes of the children and their teachers alike.
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Most reported research on video utilization has been in an adult
context. Clift (1974) reviews this research in his article "Viewing
Yourself on Videotape." Most of the research centers on applications in
counselling, psychotherapy, business training, and microteaching. Because
his review is not child oriented, only a few of Clift's observations will
be reported here. He describes three research categories: modeling,
simulation, and self—confrontation. Only in self—confrontation is the
viewer presented with his own behavior with a view to modifying it.
Clift reports that self-confrontation is the most potentially threatening
use of videotape. He cites a number of writers who caution against
careless or ill-prepared video activities, including microteaching,
which involve participant self-confrontation. Among the preparatory
activities available, according to Clift, is the possibility of letting
the participants operate the cameras and other pieces of equipment.
Such a procedure allows participants to subsequently accept the video-
taping and playback experience with greater equanimity (p. 22). It
would not be unreasonable to generalize this principal to children;
however, such a generalization has yet to stand the test of research.
In spite of the general lack of practice and research in child-
created television, the literature does reveal that a modest number of
projects have been in existence since 1969. One of the earliest efforts
has been in operation in the. Port Washington, New York public school
system under the direction of Barbara Dolan and Judith Cohen (1971)
.
This project has concerned itself with the use of video to improve
verbal skills. Video is seen as a motivator, and as a valuable tool in
its own right, to engage children in activities (research, writing.
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observation, organization, verbalization, self-criticism and self-image)
conducive to skill-building in the language arts. A secondary goal of
this program is to improve child self-concept. The project began by
working with small groups of seventh graders, but has since been ex-
panded to the lower grades as well. The project's testing program
revealed dramatic progress in [the pupils'] reading skills" (p. 13).
Although no formal testing was conducted to measure change in self-
concept, Dolan and Cohen concluded from personal observation that
dramatic positive changes occurred. An interesting outcome of the
ProJ ec t is the list of criteria developed for the selection of video-
taping equipment for use by children of this age (p. 14). Dolan and
Cohen believe that such hardware must be designed for maximum operabil-
ity by these children and that equipment designed for adult use is
inappropriate in the elementary school. The Port Washington, project
placed singular emphasis on the language arts, deliberately de-
emphasizing the teaching of television production skills. Accordingly,
no thought was given to cablecasting the children's work.
Wilkinson (1970) reports on a videotape making project in Kansas.
Like Dolan and Cohen, Wilkinson claims that child-created video has a
positive effect on children's performance in the language arts; she
also reports gains in the social and physical sciences. Again, the
measurement procedures that were used which led to her conclusion are
not clear. Harrison (1974) has briefly described video utilization
activities for children with learning disabilities. Of particular
interest was her description of an activity with non-writing children.
The teacher asked these pupils to dictate potential video scripts which
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were then transcribed by the teacher and children together in preparation
for the production of short video programs. Whether or not Ashton-
Warner s description of her Key Vocabulary approach to developing
literacy in children (1963, 1972) provided the inspiration for this
scheme, it is certainly a variation on Ashton-Warner
' s basic approach.
Hanley reports that elementary school children have been involved in
the production and cablecast of television programs in the following
communities: Malden, Massachusetts; Coeur d'Alene, Idaho; Shawnee
Mission, Kansas; Dennison, Texas; and Santa Maria, California. Most
of these presentations have been dramatizations, skits or puppet shows,
and it appears that only in Santa Maria have the children operated the
equipment
.
In 1971 - 72, a project was undertaken jointly by the Center for
Understanding Media of New York City and the Mamaroneck, New York public
school system. The principal outcome of this venture is a book entitled
Doing the Media (Laybourne, 1972) which describes the project's history
and implementation, and contains experience-based suggestions for child
and teacher use of media for learning in other settings. The principal
goal of the Mamaroneck project was "refining the uses of media within
the context of traditional concerns" (p. 20). The project operated in
one elementary school at most of the grade levels. It aimed at develop-
ing teacher competencies in the creative application of various media,
including filmmaking, photography, video production. The project was
also concerned that children develop these competencies, but operated
on the assumption that an adequate teacher training program would pro-
vide the best means for transferring the acquired skills to children, at
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least over the long term. The Mamaroneck project did not conduct a
research program but was aimed more at the utilization of media in the
elementary school curriculum. The project did not effect regular work-
ing relationships with local cable television enterprises.
Laybourne is among the first to have written seriously about the
student use of video. He wrote two unpublished papers for the Center
for Understanding Media in New York before the Mamaroneck project began.
He discussed the student use of video as a means for direct child-to-
child communication across and within age and grade levels, and as a
vehicle for self-exploration and assessment especially in a social con-
text. "Videotape is a mirror with a memory," he wrote. He also talked
about video as a tool for tapping community resources, and as a subject
of study in its own right, alongside the study of ordinary broadcast
television. He saw video as a means for heightening nonverbal communica-
tion skills especially when used in parallel with simulation and gaming
techniques, group processing procedures and improvisational drama. And
finally, he discussed video as a documentary tool. Laybourne emphasized
the potential of the new television as a learning process and cautioned
against the teacher placing excessive weight on polished finished pro-
ducts. To do so would be to deny the unique possibilities of half-inch
video while placing unrealistic and inappropriate expectations on it,
and its pupil users.
Laybourne views the use of the new television tools, and the
other new information communication technologies, in the context, of a
radically and rapidly changing children's environment; an environment
which is increasingly characterized by the presence of electronically
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transferred information. He discusses the implications in his undated
paper, A Definition for Media Stndlps;
The children we teach today will be middle aged by the end ofthis extraordinary millenium. If they are to cope with the
most critical medium of all—their changing environment
—our
students must be equipped with new perceptual, critical and
creative skills. The "basic skills" of reading and writing and
arithmetic no longer form the communicational or informational
center of our national life. They are being superseded by what
we might call the new humanities—by the poetry of advertising
graphics, by the music of the disk-jockey, by the drama of the
television series, and the architecture of the shopping center,
by the pervasive literature of the moving image. What new basic
skills, we wonder, will equip kids for interchange with these
new humanities? (p. 1).
Layboume goes on to say that the implications of our hyper-electronically
mediated environment are little understood and little tested. The
lield of educational media, therefore, is wide open to new initiatives.
Laybourne strongly urges educators to pay attention to the fact that
children's daily communications habits are far more sophisticated and
varied than schools currently appear to recognize.
In discussing what he calls the communications "survival skills"
that today's children will need for effective communication tomorrow,
Layboume states, "I hold it axiomatic that whatever else the idea of
communications competence might suggest, it certainly implies a notion
of participation" (p. 7). Laybourne developed a hierarchical taxonomy
of media competencies, the achievement of which would facilitate the
kind of participation he urges. The taxonomy has two facets: media
study and media making. Through study the learner builds the power to
critically appraise and discriminate among the messages which pervade
his environment, and through making he develops even further the ability
to participate, as the creative, organizational and technical skills
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associated with media production become more and more a part of his
every day functioning. For Laybourne, the ability to communicate
fully in the late twentieth century means to have mastered a wide
variety of communications skills, and that such mastery is inextricably
connected with human relations and social skills. Accordingly, much
of the video work done in the Mamaroneck project focused on the promo-
tion of better inter-child relations and higher degrees of self-
understanding.
The Center for Understanding Media supported a follow-up media
project at P.S. 3 in New York City. Haratonik (1972) directed this
project with five- and six-year-old children, evidently deriving much
inspiration from his colleague, Laybourne. Haratonik' s work concentrated
strongly on the use of video. Activities he reported emphasize the
development of the nonverbal communication arts, body movement, individ-
ual self-analysis and group processing. He also describes some documentary
uses of videotape. Haratonik combined the child use of media with
media study; the children in his project made a field trip to the Sesame
Street set, and later dismantled an old television set under the watch-
ful supervision of a volunteer parent television repairman. The primary
significance of the P.S. 3 project is its demonstration that video tools
can be used actively and regularly by children of kindergarten and first
grade age, and that its integration into the curricular life of the
elementary school need not be barred from the lower grade levels (pp.
92-96).
A somewhat different project aimed at elementary school age
children existed at the Children’s Museum of Boston under the direction
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of Quincy Bent from 1971 until 1973. Due to the termination of funding
and the weakness of commitment to the project by higher administrative
personnel at the Museum, it terminated shortly after Bent's departure.
The Museum's Video Center was established as a result of a modest grant
from the Hayden Foundation and, like other Museum facilities, it served
primarxly the children of the Boston area. Activities undertaken by
children visiting the Museum were in a studio context; little or no
single-camera portapak work was done.
The Children s Museum Video Center, unlike the projects just
described, was oriented to the high turnover traffic one expects in a
Museum rather than to the elementary school curriculum. Accordingly,
Bent and his staff developed a series of exercises designed to increase
children's awareness of the "vocabulary and grammar" of television, as
Bent puts it. Because the Museum staff rarely saw individual children
or groups of children on a continuing basis, these exercises were
repeated many times and became rather sophisticated. The problem of
working with groups of children over relatively long periods of time,
however, never faced the people at the Museum's television workshop.
Thus, the expertise and experience developed in this setting is quite
different from that developed in a classroom. These circumstances were
in some ways beneficial; the Museum staff were not restricted in any way
by school objectives and curriculum priorities in developing their pro-
grams.
While Welby Smith and Grayson Mattingly have not reported on
child-created television at the elementary school level, their work is
important nonetheless. Their book, Introducin g the Single Camera VTR
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System (1972) Is a reasonably good early resource manual for any teacher
contemplating the introduction of television-making to their students.
The first part of the book is a detailed, comprehensive, and easy-to-
understand guide to videotape production with a single camera video
system. The second part of the book is weaker. It contains suggested
utilization schemes in various professional applications, including
education.
A two-part article on electronic videotape editing by Welby
Smith (1973a, b) is a very readable account. Of particular interest is
Smith s observation on the need for the discipline of editing in school
productions
:
Indeed, some people into half—inch VTR have done without edit—
ing for so long that they've evolved a whole mystique, denying
the necessity for and the validity of editing in any form.
. . .
Any editing at all [to these people] is a "cop out," "distorts
reality," "attempts to program people." "Tape the world and
play it back, they say. And they do. But nobody watches.
. . .
It is high time we stopped confusing the technical limitations
of a particular VIR system with objectivity and set about improv—
ing the quality and coherence of our VTR productions so that they
will accurately convey the messages we choose to send (1973a,
p. 40).
Smith's article is aimed at the secondary school teacher and student,
but the technical suggestions he makes apply equally to all age levels.
He is particularly clear in describing the videotaping process by which
electronic messages are translated into visual pictures, and comparing
this to motion picture film. Teachers will be aided in relaying this
often confusing information to quizzical children.
At other sites, video has been used as a motivator for learning
in the traditional school subjects. As we have seen, Wilkinson, and
Dolan and Cohen, have put it to the service of improved reading and
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writing, among other things. It has been used to help raise the environ-
mental consciousness of fifth and sixth graders (Fox, 1973), and as an
electronic reporting device to parents of ordinary and exceptional
children (Marinoff, 1973). LeBaron (1974b) reports on the use of
videotape in social studies and Reiger (1973) claims that video is an
important tool for building the speaking ability of children.
Resnick (1973) describes other projects encouraging the active
use of video by young people. In New York City, Open Channel has been
working with elementary school personnel with a view to promoting
greater access to the new television by children. Another New York
project, in P.S. 75 is sponsored by the Teachers’ and Writers’ Collabor-
ative. Four staff members from the Collaborative have been working with
elementary level teachers and children to produce pupil-created programs
for cable television. The emphasis, according to the project director,
has been to tie the use of video into reading and writing activities.
Some state, provincial and other formal educational television
organizations are coming to the realization that their fields ought to
include more than the simple broadcasting of "educational" TV programs.
A few ETV bodies are opening "television utilization" departments. Some
of these departments limit their concern to helping schools use their
own television programs, but others are taking a more activist position,
facilitating the use of all the old and new communications tools by
educational and community groups for learning and community development.
On this continent, the Ontario Educational Communications Authority
(OECA) appears to be taking a leading role.
OECA is responsible to the entire Province of Ontario for
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educational communications matters. A utilization professional staff
of about five people are somewhat limited in their ability to serve
six million people adequately. Thus OECA can respond only to specific
requests for help in media utilization; those making requests are ex-
pected to make them in the context of previously considered goals. Even
then, help can be given on no more than a limited basis. Workshops in
the Authority's well-equipped headquarters in Toronto are organized for
those clients within travelling distance. Although the typical workshop
lasts one day, longer term commitments can be negotiated. Utilization
personnel will also travel to their clients' sites for consultation.
The Authority also provides a "media van" service, on call for
schools, colleges or other groups of citizens in the Province, which
provides similar professional and technical assistance in the field,
often for longer periods of time than one day. Normally, a van visits
a local site for three or four days, often assisting more than one
school or community organization. Due to the limited human resources
in OECA' s Utilization Section, no research has been conducted on the
effects of the utilization program. Furthermore, its longitudinal time
commitment to most clients has been too short for its effects to be
assessed, except intuitively.
Despite the limitations, OECA has been particularly strong in
documenting the efforts of its Utilization Section, and disseminating
this information within the Province of Ontario. One project was under-
taken in cooperation with local school personnel to develop and implement
a social studies unit for the third, fourth and fifth grade classes of
a small, rural elementary school (Vernon, 1972). This six-week unit was
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designed to have children actively use media, primarily portable tele-
vision, to explore the historical and social aspects of a mixed agri-
cultural community. The OECA project officer helped the host teachers
and principal plan the project. She also provided bi-weekly consulting
help as the project progressed. Weekly release time for planning and
project evaluation was secured for the teachers involved. The partici-
pating school also made a major commitment of classroom time; every
school afternoon for the entire six-week duration was set aside for
project work. Such a commitment could only be made by a school that
was also wholly committed to the idea of the project. In this regard,
it is significant that OECA was invited to contribute rather than the
other way around.
In addition to the two projects cited above, two excellent
handbooks for video portapak use have been prepared by the Utilization
Section (Moriarty, 1972; Moriarty and Livesley, 1973). Despite its
limited resources, OECA provides an encouraging view of the possibilities
generated by strong public investment in promoting the active use of
the new communications media in the schools and other community bodies.
Through production activities of their own, children gain a more
thorough understanding of the techniques which govern the programs they
watch. The medium becomes de-mystif ied. The interrelated tasks of
television production absolutely require collaboration among producers,
and encourage communication among people, many of whom live outside the
classroom unit or the school. Collaboration and communication of this
kind do not characterize broadcast television. Child-created television
not only gives the child an alternative way to gather, organize and
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report information, but it also gives him a voice in his community. The
experience of people who have worked on child-created video projects
has shown that a significant number of children very much enjoy television
production. It is reasonable to infer from this that the pleasure
derived by, and the voice given to, children by the new television can
have beneficial effects on self-esteem, perception of school environment,
and creativity. Clearly, a research program is now required to test
these inferences. It is virtually impossible for any child to be actively
involved in the television production process without developing an
implicit awareness of the interrelatedness among all media of communica-
tion and all the subjects" of learning. The new television is not a
miracle, but it is, as is any new development in the information trans-
fer technology, a useful tool for children's learning. But it is largely
untried. Laybourne's comment in Doing the Media perhaps best describes
the state of the field in pupil-produced television:
We do not want to limit what should be studied [by teachers]
;
we do not want to draw lists of the kind of video productions
you and your students might try. To our knowledge, no one has
had enough experience in this area to claim authority. Like
ourselves, you will be pretty much on your own in devising
. . .
videotape production activities (p. 187).
Organizational Change in Education
The 1960s were characterized by the most massive outpouring of
funds in American history for the improvement of education. The liter-
ature of that period was optimistic. Miles (1964a) wrote:
... a climate [now exists] in which there is not only a sense
of impatience with the existing state of the educational estab-
lishment, but a high willingness to alter it and—even— to get
down to work. . . . The time for exhortation, polemics, moralism
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and defense seems to have passed. The present work outputdevoted to altering educational practices seems quite remark-
able (pp. 2-3).
Goodlad, Klein, et al. (1970) have reported on the results of
this remarkable work output. They surveyed 158 elementary school class-
rooms in or near urban areas across the United States to determine the
degree to which educational reform had been implemented in classroom
practice. They collected information on many of the popular innovative
themes of the 1960s: inquiry/discovery learning, independent study,
provision for individual differences, and so on. The 158 classroo’ms
were numerically divided into three roughly equal categories: innovative,
average, and serving disadvantaged children, as perceived by local admin-
istrators. The investigators concluded:
A general impression
. . . was that some of the highly recommended
and publicized innovations of the past decade or so were dimly con-
ceived and, at best, partially implemented. . .
.
[The reporting
principals and teachers] claimed individualization of instruction,
use of a wide range of instructional materials, a sense of purpose,
group processes, and inductive or discovery methods when our records
showed little or no evidence of them (pp. 72-73).
Furthermore, they concluded that their general impressions applied
equally to classrooms in all three categories.
Various case studies reveal an equally discouraging picture.
Smith and Keith (1971) report an attempt to design, establish and
recruit staff for an entirely new experimental elementary school. The
project ended in total failure. Plans and goals were made but they were
vague. The plan failed to relate the goals to the operational means for
achieving them. It also failed to account for such important factors
as the need for extensive teacher preparation and support, and the lack
of readiness among pupils for a relatively unstructured classroom
80
environment. Responsibility for many of the administrative details was
left to the teachers whose hands were already more than full with the
combined burdens of daily teaching and learning new roles for new
teaching styles. Mechanisms were not established for teachers to com-
municate openly among themselves or with their administrative superiors;
therefore, frustrations were not aired and successes not adequately
communicated. At the end of the first year, more than half the teachers
resigned, and were soon followed by the principal. There is little
doubt in the minds of the investigators that the complexity of organiza-
tional innovation was not understood by anyone in the administrative
group which initiated the experiment.
A number of writers refer to the innovative climate which
existed in the 1960s, catching up people in the movement whether they
wished to be caught up or not. The innovators, according to Fullan
(1972)
,
found little pressure for accountability either to themselves
or to others. Specific innovations became ends in themselves rather
than means to better learning for children. There was little attempt
at systematic, collaborative change in an environment where individual
educators were "doing their own thing," without the involvement of
colleagues, students or parents. This period of rapid, unplanned
change, says Fullan, put the non-innovator "in a real double bind. The
pressures to innovate were considerable . . . but the process of adop-
tion was not conducive to effective change. Ironically, the innovative
period of the 1960s was . . . intimidating for many people" (p. 15).
From his perspective of the sixties, Miles (1964b) wrote. More
generally, it does seem apparent that the over-all cultural context
81
serves as a backdrop for innovation: the going Zeitgeist creates
speciiic pressures toward change and applies sanctions for not changing
. . .
" (p. 644). The popular media tended to reinforce the innovative
ethic, sometimes at the instigation of the innovators themselves. Miles
saw the role of the media as positive, saying, "the mass media influence
the processes and the rate of educational innovation by stimulating the
desire for change, aiding communication between educational decision-
makers and the larger society, and serving occasionally as a kind of
feedback device on the public’s attitudes ..." (p. 645). Fulian is
a little less sanguine. He feels that the media have been used by
innovators to erect unrealistic "facades" around innovations for public
relations purposes. For example, a national weekly ran a feature story
on the school studied by Smith and Keith. The favorable tone and con-
tent of the article created a misleading facade fuelling the bandwagon
for change. Fulian argues that "the facade concept strongly suggests
that educational decision-makers who adopt popular or unusual innova-
tions that are reportedly successful elsewhere may find themselves
jumping on a bandwagon without wheels" (p. 11).
A common theme running through the change literature is that
innovators have consistently failed to understand the change process
(Miles, 1964b, p. 647; Fulian, 1972, p. 12; Mahan, 1972, p. 144). Miles
asserts that the attention paid to the change process should be at
least as great as that paid to the development of the innovation. In
Crisis in the Classroom
,
Silberman (1970) cites the failure of educa-
tional researchers and developers to account for the critical role of
the teacher in the change process (p. 180). Mahan indicates that
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educators do not now seem more aware of the change process than they
were in the 1960s, writing, "A recent national survey of 50 educators
who will initiate elementary school change in September, 1972 revealed
that a lack of workable strategy for curriculum change is [among the
greatest problems] they face" (p. 156). This suggests that the process
by which an innovation is introduced is more important, perhaps, than
the innovation itself.
Two writers, Fullan and Bremer (1973), exemplify the more radical
thinking of the 1970s. Both characterize the North American educa-
tional system as bureaucratic and hierarchical, reinforcing the status
quo and militating against significant change. Bremer says that schools
are like factories in their goals and procedures, both institutions
having had their roots in the industrial revolution. Although society
has changed radically in the late twentieth century, the school system
continues to educate for social roles which are no longer relevant
(pp. 11-14). Both Bremer and Fullan are convinced that no significant
educational change is possible until these bureaucracies and hierarchies
are broken, until the "users" of education—teachers, students, parents,
community—assume the effective decision-making roles instead of admin-
istrators. The only legitimate goal of educational change, then, is
to train users for the assumption of these roles. Bremer places strong
emphasis on developing in teachers the skills of community interaction;
Fullan feels that they should be skilled in group processes, political
action, and predicting plausible futures. For both writers, the ulti-
mate purpose of training teachers for these skills is so that they will
be transferred, through new teaching styles, to students. They recognize
83
the need for students also to acquire traditionally recognized skills of
learning: communication, computation and science. They feel, however,
that these skills are best learned when put to active use for "central
life goals" instead of being taught as subjects of the curriculum. In
the change literature, Bremer and Fullan represent the thinking that
previously appeared in the literature of the "romantic critics" of
education—Dennison (1969), Kohl (1969), Kozol (1967)—and has more
recently turned up in the writings of such "establishment" figures as
Silberman (1970) and Toffler (1970).
Much of the more recent change literature has been stressing
that the ultimate goal of innovation is organizational self-renewal
(Havelock, 1969, 1970; Runkel, 1970; Crandall, 1971; Leithwood and
Russell, 1973). These innovators view the role of the change agent in
any client school system as temporary, helping the client system develop
its own ability and will to generate thoughtful, systematic change on
its own. Some of these innovators believe that organizational self-
renewal is possible within the existing education system. Others do
not; they believe that efforts at organizational self-renewal which
focus on organizational management will leave the users more or less as
they are. Such efforts are doomed to failure because teachers and
students, who ultimately determine what happens in the classroom, will
resist due either to misunderstanding of the innovation or to a sense
of alienation from it. Only where change can be shown to users to be
congruent with their own goals is it likely to be adopted. Such con-
gruency is possible when users are the primary decision-makers in the
implementation process. The role of administration in such a scheme
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is to provide resources and support services for innovation and to
recommend change, but neither to make nor impose decisions from above.
Whetner or not the existing educational system is accepted, organizational
self-renewal indicates a significant rearrangement of roles among par-
ticipants in the educational process so that users not only have greater
decision-making power, but are trained in the skills to use that power
judiciously.
It has been shown by a number of writers that "top-down" approaches
to innovation are ineffective (Fox and Lippett, 1964; Miles, 1964a, b;
Fullan; Mahan; and Leithwood and Russell). There is general consensus
that the role changes necessary for a more user-oriented approach to
change will require significant retraining of all personnel in the edu-
cational hierarchy. It is generally accepted that training users for
more active roles in education is at least as monumental a task, if not
more so, as persuading those in power to give some of it up. The lit-
erature of the 1970s appears to be directed toward developing effective
strategies and training programs for the rearrangement of roles in the
North American education system.
Miles (1964a, pp. 13-18) offers a fairly comprehensive set of
definitions of the educational change process. Educational change
refers to the alteration of the "goals, structure or processes of [an
educational] system" (p. 13). A system is "a bounded collection of
interdependent parts, devoted to the accomplishment of some goal or
goals, with the parts maintained in a steady state in relation to each
other and the environment by means of (1) standard modes of operation,
and (2) feedback from the environment about the consequences of system
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actions" (p. 13). An educational system might be a school, school dis-
trict, state department of education, or any permanent or ad hoc body
principally concerned with education. The interdependent parts relate
to people, physical space, time, materials, equipment, buildings,
organizational subsystems or anything else required to keep the system
recognizably intact. 'Innovation" is planned and purposeful change
directed toward the more effective achievement of system goals, the
restructuring of system goals, or both. Miles identifies eleven dis-
tinct types of innovation.
1. Boundary maintenance operations" define the sociological
parameters of a system; for example, who is "in," who is "out," who moves
vertically, who moves laterally, and why.
2. "Size and territoriality" define geographical system boundaries,
school district characteristics within those boundaries, size of schools,
classes, and so on.
3. "Physical facilities" pertains to system characteristics of
buildings, equipment, and arrangement of space within buildings.
4. "Time use" refers to the short- and long-term scheduling
characteristics of an educational system.
5. "Goals." The goals of education are usually couched in
terms of the pupil characteristics an educational system is supposed to
produce, but can also relate to such things as administration, profes-
sional development, etc. Recent efforts to establish "learning-to-
learn" curriculum goals in place of more "subject-centered" goals would
constitute innovation in this area.
6. "Procedures" are the operations carried out by a system to
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meet its goals, often in the curriculum.
7. Role definition" refers to the boundaries of responsibility
and permissible behavior of classes of people within the system.
8. "Normative beliefs and sentiments" are the underlying
assumptions which commonly characterize system thought.
9. "Structure (relationship among parts)" refers to the organi-
zational interdependency of system components. Re-districting of a
county would be a "structural" innovation.
10.
"Socialization methods" are the procedures used by systems
to induct newcomers so that they will know and exhibit appropriate
behaviors and relationships.
11* "Linkage with other systems" occurs when smaller or larger
education systems link with one another or with outside agencies for
shared problem-solving.
Innovations exist on different levels. Organizational self-
renewal is a "higher level" innovation. Runkel (1970) has developed an
institutional "linking model" for the promotion of organizational self-
renewal. This model allows for the development of "lower level" specific
curriculum innovations, but only in the context of the higher level
innovation. Runkel describes the model this way: "The primary purpose
of the linking organization is organizational development to maximize
self-renewal. The distribution of products and particular innovations
is secondary. The linking organization does not seek customers who will
buy a particular product. It seeks 'customers’ who want to be more
effective in their teaching" (p. A) . Here, two levels of innovation
are suggested. Evans et al. (1970) have developed a four-level hierarchical
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typology of educational needs in a report entitled, Tov?ard an Improved
Needs Assessment and Planning Report for Education. Final Report. Phase
1. On a continuum from the "lowest" level to the "highest" these needs
are categorized as: need for improved services and products; need for
individual behavior development; need for key decision-making improve-
ment; need for evolutionary organizational renewal. While this scheme
does not describe hierarchical levels of innovations as such, they
strongly suggest that innovations designed to meet these needs would
fall into a corresponding four-level hierarchy.
In a study on a county-wide acceptance of a new math program,
Carlson (1964) says that an innovation is adopted when it enjoys the
"acceptance, over time
,
of some specific item—an idea or practice, by
individuals, groups or other adopting units" (p. 330, emphasis mine).
The time factor is critical. Fullan criticizes the research of the
1950s and 60s on school innovation precisely because the question of
adoption time was not properly addressed. "The typical way to measure
school innovations was to ask individuals how many specific innovations
(from a predefined list) they had adopted over a given time period . . . "
(p. 5). According to Fullan, this kind of research was deficient be-
cause it concentrated on reported adoption rather than observed use,
and it failed to assess the longer-term consequences of the innovation.
He stresses that innovations which are difficult to implement, or are
incompatible with a teacher's values, experiences or practices, or do
not offer a clear-cut advantage over existing practices, are not likely
to enjoy successful, long-term adoption. Most educational innovations,
according to Fullan, "are simply not that easy to use If we merely
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gather data on reported adoption we are not going to obtain a great
deal of knowledge about the nature of actual use, given the attributes
of educational innovations" (p. 6). Mahan suggests that an extended
time span is required for the use of an innovation before it can be
considered as adopted.
School administrators of curriculum change must foresee the
difficulties inherent in the long-range maintenance of a
change.
. . . Curriculum installation strategies must span
a period of several years—not just one year. Personnel and
financial projections must indicate that the nurture of the
program is uninterrupted across that time span (p. 155).
Fullan has cited three change strategy classifications originally
grouped by Chin and Benne (1969) : empirical-rational, power-coercive,
and normative-reeducative. The empirical-rational strategy often applies
to the introduction of specific innovations; it assumes that potential
users are rational people who will adopt innovative products or prac-
tices once these have been shown empirically to be superior to existing
practices. The strategy tends not to involve users in the process of
development or selection, and often provides only for a mechanical
involvement in adoption. It has judgemental overtones inasmuch as a
"rational" person is defined as one who accepts the empirically demon-
strated product. The power-coercive strategy requires little explana-
tion. An innovation is selected at higher administrative levels without
user input, and implemented in classrooms by decree. Unlike the empirical-
rational strategy, the user is not given the option of being irrational.
Innovations introduced in this way, as we have seen, are almost certain
to fail. The normative-reeducative strategy is quite different from the
first two in that it is quite clearly focused on the user. This strategy
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is directed toward changing institutional norms. (Role definition,
normative beliefs and sentiments, and other facets of organizational
self-renewal would constitute legitimate goals for the normative-
reeducative approach.) It recognizes that significant long-term educa-
tional change usually depends on a substantial re-orientation of pro-
fessional beliefs, roles and behavior which, in turn, require extensive
retraining and support. Smaller scale innovations sometimes require
similar re-orientation; therefore, the normative-reeducative strategy
is not necessarily confined to longer-term organizational self-renewal
innovations
.
Havelock (1971) offers four models of educational change:
Research, Development and Diffusion (RD&D)
; Social Interaction; Problem-
solving; and the Linkage Model. These four models are not always
exclusive of one another; furthermore, the conceptual dividing line
between a strategy and a model is not always clear. Any of the models
could be introduced through any of the strategies discussed above, but
certain models appear to lend themselves to particular strategies. The
RD&D model involves a predictable and sequential approach to innovation,
and is usually chosen for the introduction of specific, packaged cur-
riculum innovations. In this model, a greater proportion of resources
are committed to the research and development of the product than to the
implementation process in schools. The model is particularly appro-
priate to the development of commercial curriculum materials because of
the high initial cost of research and development for which a profitable
return is expected at the mass production and diffusion stage. This
model is closely related to the rational-empirical strategy. The
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weight of research behind the innovation is supposed to impress the
potential user (or the administrator, in which case, a power-coercive
strategy might be employed) sufficiently to ensure "rational" adoption,
even though user input in the research, development or selection pro-
cesses is either insignificant or nonexistent.
The Social Interaction model appears to be the most haphazard
model of the four. An individual or group of people at any level of
the system hierarchy decide to adopt an innovative product or procedure.
The preexistence of the innovation is assumed. Through informal channels
of social communication which exist in any formal education system
(teacher cliques, administrative groups, and so on), the innovation
diffuses. Such a model lends itself neither to planned change nor to
the increased chances of success and diffusion that could result from a
more systematic marshalling of resources.
The Problem-solving model is based on the premise that the user
should identify his own needs and apply rational techniques to generate
objectives and solutions. According to Havelock, "Problem solving is
usually seen as a patterned sequence of activities beginning with a
need, sensed and articulated by the client, which is translated into a
problem statement and diagnosis" (p. 2). Because the model is user
oriented, its primary objective is to equip the user with problem-
solving skills. The only appropriate strategy for the problem-solving
model would appear to be normative-reeducative.
The linking model involves the implementation and diffusion of
innovations among and within systems through planned networks of infor-
mation exchange and shared problem-solving.
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Havelock (1970) has identified a six-stage innovation process
wherein specific curriculum innovations are viewed as parts of a larger
scheme of organizational self-renewal. 1. Building a relationship:
client-agency "linkages" are effected. 2. Diagnosis: needs are
identified and diagnosed, and goals are generated. 3. Acquiring rele-
vant resources. 4. Choosing the solution. 5. Gaining acceptance:
acceptance at the user level is necessary for successful implementation.
6. Stabilizing the innovation and generating organizational self-renewal
which, according to Havelock, is the ultimate goal of innovation. Mahan’s
(1972) six-stage process focuses more directly on specific classroom
innovation. 1. Establishing governing conditions: the client and
outside agency enter into binding contractual agreements. 2. Select-
ing the innovative curriculum: acceptance or rejection by users is
included in this stage. 3. Preparing for classroom introduction of the
curriculum. 4. Providing assistance mechanisms to implementing teachers.
5. Implementing and monitoring the curriculum in the classroom.
6. Maintaining the curriculum after it is no longer an innovation: the
local system applies the resources and support required to maintain the
vitality of the innovation after the withdrawal of outside agency sup-
port.
The pace of innovation through the various stages will depend
on scope and prevailing local conditions, but a "go slow" cautionary
note appears consistently in the literature. Smith and Keith concluded
from their case study that the magnitude and pace of innovation involved
in the instantaneous establishment of an experimental elementary school
were too great for the available resources to handle. A first year pilot
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project at the first grade level would have been a more effective
approach, according to Smith and Keith, because the pilot year would have
given participants in the innovation more time for reflection and plan-
ning; it would have revealed unanticipated problems on a scale that
would have permitted thoughtful solutions; and it would have created a
reasonably firm base on which to build the whole institution. Smith
and Keith conclude that a gradual approach to change is more conducive
to ultimate success than the alternative of grandeur."
Mahan also endorses a gradual, carefully considered approach to
innovation. Curriculum installations should not be launched too
quickly. Haste precludes the thorough development of school-external
agency understanding and thwarts the employment of a systematic problem-
solving approach to change" (p. 147).
Educational change typically involves the participation of many
classes of people and agencies. Some writers regard the participation
of an outside agency as critical. Fox and Lippett (1964), in an anal-
ysis of their experiences helping teachers improve classroom mental
health practices, plead for a collaborative approach to change involving
"school administrators, teachers, and resource people [for] a more
vigorous and productive leadership arrangement than . . . reliance on
any one of these roles alone" (p. 297). Miles and Havelock agree that
there is a need for such collaboration, Miles stressing that "the con-
cept of the innovator as isolated hero seems inappropriate. The progress
of any innovation must be examined in relationship to a complex network
of groups, individuals and organizations having a stake in the innova-
tion" (p. 639). Some writers (Griffiths, 1964; Wayland, 1964) believe
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that the structure of the school system is such that change is impos-
sible without the input of external stimuli.
Relative to the client institutions they serve, outside change
agencies are temporary. Their most important purpose is to change the
client system so that it will be able to maintain and generate change in
its own. Leithwood and Russell describe the outside agency as "problem-
or issue—centered rather than function—centered, temporary with a
built-in self-destruct mechanism activated upon problem resolution,
staffed so that authority of competence replaces authority of position
and role . . . and able to short-circuit channels of communication
rather than follow vertically structured paths" (p. 18).
The roles of outside agencies and their personnel are numerous
and complex. Leithwood and Russell assert that "the major task of the
change agent is to design information presentation strategies that
will reflect in the implementation of innovation by a significant num-
ber of clients for whom the innovation is potentially useful" (p. 16).
He provides support and coordinates the provision of resources necessary
for the initiation of an innovation. The agent is able to diagnose
states of teacher readiness for innovation, and individualizes his imple-
mentation strategies accordingly. He is a participant. Mahan has found
a tendency among teachers to avoid classroom contact with outsiders.
He feels that "maximum teacher-consultant classroom contact should occur
so that teachers may maximize the opportunities to learn more about the
content, philosophy, and teaching methodology associated with the new
curriculum" (p. 151). Presumably, the agent maximizes his opportunity
to learn more about local conditions. He is a linking agent. Although
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the agent's task is to identify and train local school personnel for
the linking role, he initially assumes major responsibility himself.
He is a promoter of organizational self-renewal, providing client per-
sonnel with the opportunities to acquire the skills necessary for the
continuing support of existing innovations, and the generation of new
ones. The foregoing should not be interpreted as a definitive statement
of the role of the outside agent, which is far more complex, but as a
general indicator of his functions. There is a consensus that the
typical school system militates against the initiation of change at the
user level. What is in dispute is the appropriate strategy for change.
As we have seen, Fullan and Bremer urge the radical, system-wide
restructuring of the educational system. Griffiths and Wayland accept
the tendency of the educational system to stifle "bottom-up" change and
urge change agents to introduce their innovations through administrative
levels. A compromise between those two positions seem in order. If the
change agent ignores the administrative personnel in promoting change,
he ignores critical resources and invites failure. If he ignores
teachers, acceptance at the grassroots level is ill-assured. It appears
that a genuinely collaborative approach to change is the only workable
one.
Leithwood and Russell emphasize the critical nature of teacher
selection by the change agent and urge that self-selection by teachers
be obtained where possible. Mahan agrees. His first recommendation for
the prospective innovator is that "Teachers should personally volunteer
for a curriculum change effort. When teacher participation is 'volun-
teered' by administrators, there are adverse effects on curriculum
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installation since individual teacher interest and commitment may be
nonexistent" (p. 147).
A concrete manifestation of active teacher participation is the
inside agent" role identified by some writers. The inside agent
assumes responsibility for promoting innovation among his professional
peers. Certain teachers are selected (and self-selected) to assume
progressively greater inside agency responsibility from the outside
agent who normally performs this function at the beginning of an inno-
vation. The ultimate responsibility of the inside teacher agent is to
promote the continued vitality of innovations after the termination of
outside agency support, and to promote continuing organizational self-
renewal. This considerable responsibility is provided for through
release—time and other material resources needed to carry it out
effectively. Collaborating inside agents are appointed at administrative
levels as well, so that the commitment to change is maintained throughout
the hierarchy. Miles alludes to the importance of the inside agency
status of teachers when he remarks that "Potential users of an innova-
tion seem to trust the accounts of peers who have actually tried the
innovation, and can testify as to its worth, give aid with skills re-
quired, etc." (1964b, p. 652). Crandall (1971) writes about a large,
state-wide project designed to promote school change through shared
efforts. "Perhaps the most important thing to note is that we are promot-
ing a basic approach to change, not selling a product. Our efforts in
the Network are directed at training people in the schools to utilize
this approach in their own work" (p. 16, emphasis mine).
The degree to which administrators act as decision-makers in the
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change process is a moot point. There appears to be no reason for
administrators not to initiate change provided that teachers are included
as full partners at all levels of the decision-making and implementation
process. Teachers, however, as Smith and Keith have pointed out, do not
have the time for involvement in the administrative details of innovation.
Purely administrative tasks should fall to administrative personnel.
Administration provides and coordinates the human and material
resources to be applied to innovation. It is responsible for the con-
tractual arrangements between a school system and outside agencies.
This responsibility is met, according to Mahan, not by acquiring the
greatest possible outside commitment in return for the smallest possible
local commitment, but by negotiating an intelligent collaborative agree-
ment of resource-sharing, with the local system’s share increasing as the
outside agency's share decreases. In fulfilling this responsibility,
Crandall suggests that administration should represent all personnel
involved in an innovation at the school trustee level, where the commit-
ment of local financial resources for all but the very small projects
must ultimately be secured. Runkel argues that school administration is
responsible for providing from its own resources and numbers people for
the promotion, facilitation and diffusion of change. These people
would come from both teaching and administrative ranks, and would need,
as Crandall has suggested, the organizational skills and professional
connections required.
Administrative responsibility is not restricted to fiscal sup-
port. Mahan says that administrators should provide the intangible but
important help that teachers undergoing the stress of change inevitably
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need. They create protective buffers between Individual teachers and
the public when necessary, and act as a clearinghouse of information
among innovating teachers, between these teachers and other system
personnel, and between teachers and the public. Active personal inter-
est on the part of administrators can also contribute to the success of
an innovation, according to Mahan. "[Teachers] respect administrators
who enroll in workshops to learn more about the new instructional pro-
cedures and the increased professional support and understanding merited
by teacher implementors (p. 150). The ultimate purpose of educational
administration, according to Fullan, "should be to create the conditions,
opportunities, and support necessary for the development of users’
capacities to play an active choice-making role in creating new curricula"
(p. 38). This implies the provision of substantial and systematic
training at all system levels. Fullan believes that administration
should provide and coordinate, this training.
The special role of the school principal deserves particular
mention. Both Crandall, and Leithwood and Russell believe that the
principal is the most important figure in the innovative process.
According to Leithwood and Russell, the principal is alone able to
commit the resources of his own school, and is best placed to ob tain-
added resources from higher levels in the system. His close familiarity
with his teaching staff can greatly aid the outside agent in assessing
teacher readiness and enthusiasm for a proposed innovation, and identi-
fying potential inside teacher agents. Crandall views the principal as
the key to systematic, collaborative and sustained innovative efforts
within schools. He is also the person best able to effect "linkages"
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between his school and other institutions in a linking network. Lastly,
he is a gatekeeper without whose endorsement curriculum change is
unlikely to succeed, teacher enthusiasm notwithstanding.
Mahan strongly stresses the need for active principal support:
Activist principals stay on top of equipment deliveries, con-jure up substitute materials, study teacher guides, call in
consultants or vendor representatives, disseminate characteris-
tics of the program within the district, and seek recognition
for innovating teachers. Passive principals remain behind their
office doors, verbalize their support, and let teachers struggle
with the problems (p. 153 ).
The activist principal has a further involvement, according to Mahan.
Teachers have been observed to teach more of a new curriculum in schools
where the principal played an active role in learning about the curricu-
lum, teaching in the classroom occasionally to get the 'feel,' and re-
solving special problems that arose" (p. 153).
Mahan is one of the few writers to have given special mention
to the role of the subject matter specialist. He feels that people
holding this position should be given a central function in any innova-
tion. Too often, according to Mahan, the subject matter specialist is
by-passed in innovative projects, his role assumed by the outside agent.
This wastes a potentially valuable human resource. Given the appropriate
skills, this individual is well placed to assume the administrative
inside agent role because he normally has close grassroots connections
throughout the school system he serves and, because he is relatively
free from the stigma of administrative authority, tends to enjoy the
credibility and trust of teachers.
Mahan also mentions the role of the funding agency, arguing that
the funding procedures have tended in the past to discourage effective
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planning for change. School systems and outside agencies are hesitant
to commit resources to innovation until after funds are secured, at
which time it is often too late for planning:
By then, a crash effort is usually needed to get the project
moving. Participants just are not provided with adequate
planning time to map the strategies and develop the role
understandings needed to carry a curriculum installation to
completion. More rational funding procedures are mandatory
if school change is to be pursued via strategies rooted in
theory (pp. 147-148).
Different innovations will follow different patterns involving
different personnel in roles appropriate to local circumstances. What
is important is for initiators of change to make themselves immediately
aware of the idiosyncratic characteristics of the systems for which
change is proposed. Although one important goal of the innovator is to
short-cut hierarchical channels of communication, he should be well
aware of what these channels are, and who the key gatekeepers are. He
should be familiar with the resources available to him, and how they
can be put to his purposes. He should know before he begins his work
in the classroom whether or not teacher attitudes and local resources
are such that his project can flourish.
CHAPTER III
A NARRATIVE OF PROJECT EVENTS
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Alvin To filer urges formal education to shift its focus from
the teaching of the skills and knowledge of the past to providing oppor-
tunities for the acquisition of skills for the future. "As for the
curriculum," he writes, "instead of assuming that every subject taught
today is taught for a reason, [we] should begin from the reverse premise:
nothing should be included in the curriculum unless it can be strongly
justified in terms of the future" (p. 409). If we make the reasonable
prediction that television will play at least as predominant a role in
the years to come as it does now, television production by children
can certainly be justified. Throughout this chapter, the precepts and
practices of open education guide the discussion of the CVT curriculum.
The Background
Kideo Video . In September, 1970 Dr. David Coffing, a faculty
member at the University of Massachusetts School of Education, proposed
that student crews with portable video equipment go into various ele-
mentary schools in western Massachusetts to help children produce their
own television programs. Dr. Coffing had already made contact with a
nearby commercial television station for the inclusion of child-produced
programs in a locally-produced early morning children’s program. He had
named the project "Kideo Video" and introduced it to the students in a
course he was teaching as a means for fulfilling the credit requirements
for the course. Eight students volunteered their participation under
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my leadership. Kideo Video operated more or less in its original form
until May, 1972.
The following original goals of Kideo Video were rather immodest,
reflecting an uncritical interpretation of the popular thinking of the
time, prompted by the romantic critics of education and the McLuhanites.
1* By producing their own shows and seeing them publicly
broadcast at a later date, the children will be able to relate their
own activities to the television they view at home.
2. Ihe pupils will develop more favorable attitudes concerning
the possibilities of using the mass media for their own goals.
3. The children will gain greater understanding of and competence
in manipulating television and video equipment.
4. They will gain competence in the organization of information,
materials and people for media presentation.
5. The teachers who become involved will be able to integrate
Kideo Video activity into their own teaching programs.
6. The children will look back on their experience with a sense
of pleasure and fun.
By the end of the first semester’s operation of Kideo Video, even the
project leadership was admitting that the first two objectives were too
vague for assessment. The rest were assessed intuitively and the fifth
one, the only one stated in terms of the teacher, was dismissed as
unimportant. By May, 1972, the number of goals had been whittled down
to two: the third and fourth from the original six.
To meet these goals, small crews of graduate and undergraduate
University of Massachusetts students were organized to work with children
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in their elementary schools. Each crew consisted of three or four
students and there were never more than four crews in existence at any
time. Each crew was charged with the responsibility of helping an
elementary school classroom produce a short program for broadcast. Each
production normally required from three to five visits by the student
crews. The timing varied. All the visits might come inside one week,
or they might be as much as six weeks apart. Under this arrangement,
some involvement of the regular teacher was assured because the few
short visits of the students were not enough to produce programs. Some
teacher follow—up was necessary. Once a program had been completed,
the crews moved on to other schools. Due to the itinerant nature of
project activities, work was limited to the portapak.
The arrangement with a Springfield, Massachusetts commercial
television station called for the inclusion of the videotaped "shows"
produced by the children with a locally produced early morning program
aimed at preschoolers. It was agreed that the Kideo Video crews would
provide a new program every two weeks, and that each tape would contain
,
about five minutes of program material. The locally produced program
in which the Kideo Video tapes were included was scheduled during the
first year from 8:00 - 9:00 AM every weekday, and consisted mainly of
reruns of old "Flintstones" cartoons. During the second year, this
program was cut to an 8:00 - 8:30 AM time slot. The arrangement simply
called for an exchange of Kideo Video programs by the project crews
for the provision of broadcast time by the station. The equipment and
videotapes used were supplied by the School of Education Media Center
and personal expenses were paid out—of—pocket by members of the student
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crews.
Throughout its two-year duration, twenty-six tapes were produced
by children ranging from grades three through six, in schools of all
demographic descriptions. All hut one of these tapes were broadcast.
Most of the programs were connected in some way with ongoing curricular
work. Some programs were extensions of social studies units, others
focused more on language arts. One group of suburban fifth graders
videotaped an early spring visit to a rural maple sugaring farm. They
researched the subject beforehand so that they would know the important
things to look for and record, and the appropriate questions to ask the
%
farmer. Another group of children from an inner-city school produced a
bilingual spoof on a championship boxing extravaganza, complete with
pugilists, makeshift boxing ring, referees and announcers. Other pro-
duction themes were suggested by the U.S. space program, geography study
units on other parts of the world, cooking and baking activities, tele-
vision commercials, children's fantasy, movement and drama. Usually
the production reflected the lifestyles of the producing children.
The major problem which endlessly plagued Kideo Video was the
lack of financial resources for the support and expansion of project
activities. Thus, the scope and quality of activities undertaken were
at all times circumscribed by lack of planning, staff continuity, avail-
able materials and equipment.
During the second and final year of Kideo Video, plans were
being made for the establishment of a successor project, to be called
the Children's Video Theatre (CVT) . CVT was to operate under my direc-
tion for a full school year with two groups of about fifteen children
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from two very different communities: Amherst and Holyoke, Massachusetts.
This arrangement, unlike that for Kideo Video, was to provide continuity
to our work with the project children. Each group was to produce about
eight fifteen-minute programs throughout the year to be broadcast on
local cable television outlets. Each Kideo Video group produced one
program, broadcast on a commercial TV station. Television studio
production was to be emphasized in CVT instead of single camera portapak
work as had been the case with Kideo Video.
The reasons for the changes in focus from Kideo Video to the
Children's Video Theatre were varied. It was felt that the limited
interactions between the children and the Kideo Video project crews
prevented the provision of learning experiences with any lasting value.
Evaluation of the Kideo Video children's work usually took the form of
a cooperative viewing of video replays between kids and crew members
with a view to suggesting what might be done another time. In most cases,
however, the children had no second chances. An informal follow-up
study on Kideo Video activities revealed that very few, if any, of the
project schools continued child-created video activities on their own
initiative. The one-shot visit arrangement of Kideo Video also made it
very hard to evaluate the effects of project activities on the children.
The use of cable TV for the broadcast of the children's work
was preferred because Kideo Video had been locked into the scheduling
imperatives of the commercial station. It was usually impossible for
the producing children to see their own programs without the provision
of special bussing arrangements because Kideo Video was always broadcast
between 8:15 and 8:30 AM. The inclusion of Kideo Video in a program
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aimed at preschoolers instead of age-peers was also considered inappro-
priate. Broadcast via cable TV provided the advantage of highly flex-
ible scheduling arrangements; CVT was offered practically any scheduling
time it desired. There was a disadvantage, however, in that only homes
wired for cable television could receive the children's programs, and
the local origination channels in Amherst and Holyoke were not the most
popular sources of entertainment in town. I felt that there was some
value in children producing their own self-contained television programs
rather than producing small clips for an adult-produced show of dubious
quality. The cable operations were not so concerned with "production
standards" as was the commercial station. Finally, the cable TV
companies appeared eager to cooperate with CVT, and demonstrated this
by providing access to their TV studios and portable video equipment,
and directing energy to the smooth coordination of their activities
with those of the project.
Despite the many changes which took place as Kideo Video developed
into the Children's Video Theatre, the influence of the former project
affected CVT in two major ways. The heavy emphasis on production-for-
broadcast which characterized CVT was a carryover from Kideo Video.
Secondly, the tendency to de-emphasize the role of the teacher in favor
of direct project contact with the child also influenced CVT.
CVT goals . Goals for CVT were never explicitly laid out in a
single document. This is partly attributable to my desire to steer
away from specific goals in favor of developing short-term goals and
objectives on the basis of continuing events. From the various documents
in which writing on CVT appeared, the following general project goals
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have been extracted:
1. Child-created television is to be integrated into the upper
grade elementary school classroom in a manner that is consistent with
open education.
2. Children are to have regular access to the local channels
of television production.
3. Participating teachers are to develop the skills and atti-
tudes necessary for the facilitation of child-created TV in their
classrooms
.
4. A post-implementation analysis is to be made of CVT's imple-
mentation procedures.
5. The Children's Video Theatre is to provide a body of experience
which can be documented and used to build a better child-created tele-
vision project and to promote child-created television activities in
other locations.
The implementation agreement . The Children's Video Theatre was
to be scheduled into two ninety-minute sessions per week: Mondays at
1:00 PM, and Fridays at 11:00 AM. These sessions were to take place in
the School of Education TV studio, or in other University locations
secured for project purposes by the project staff. On those occasions
where sessions needed to be conducted in the children's host classrooms,
special arrangements were to be made with the appropriate teachers.
Extra time for project personnel to work with the participating children
was also to be negotiated as needed.
It was agreed that fifteen children were to be selected from a
total of thirty in one of the Mark's Meadow Team IV classrooms (grades
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5 and 6). In fact, just days before the commencement of classroom
implementation, it was announced that the fifteen children would be
drawn from all three Team IV classrooms, a total of ninety children.
Selection was to be made at random from those children who had received
written parental permission to participate in the project. All project
children were expected to attend each CVT session for the full ninety-
minute duration.
fhe CVT Staff would assume full responsibility for coordination,
administration and teaching of project activities. The School of Educa-
tion would provide all television and videotape hardware necessary for
television production activities through regularly scheduled access to
the television studio, occasional access to a portable videotape
recorder, and the support services of the School of Education technical
staff. Mark’s Meadow School would provide ten one-inch, one hour
videotapes, and other standard curriculum supplies.
The Department of Instructional Media Services of the central
school office would provide regular access for the children's programs
to the town local origination CATV channel, which it then controlled.
In return, CVT would provide one fifteen minute tape per month, beginning
December 1, 1972, to be cablecast according to the following schedule:
the first Tuesday of every month at 9:15 AM; the second Wednesday at
3:45 PM; the third Thursday at 6:45 PM; and the fourth Monday at 2:00
PM. The first and last time slots were selected so that the project
children's age peers could watch the cablecasts in their schools.
Announcements were sent in advance of each program to all the elementary
schools in Amherst. The middle two time slots were selected because
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research has indicated that they are peak viewing times for children of
the age level of the project pupils (Schramm, Lyle and Parker, 1961,
p. 33). Care was taken, however, not to set up a scheduling conflict
with "The Electric Company" or "Sesame Street."
A dedicated and enthusiastic staff was recruited. During both
semesters, the staff numbered five, for the fifteen project children,
although there was a turnover of about fifty percent at the Christmas
break. Not all staff were present all the time; rarely were there more
than four at any session. This staff fully shares in the successes the
project enjoyed.
The Project Curriculum
The progression of curriculum events in CVT was recorded from
week to week in a project journal which not only kept track of activities,
but also provided a continuing, anecdotal assessment of the effective-
ness of these activities, of the project staff’s behavior, and the
children’s development. The ensuing discussion of the CVT curriculum
is drawn mostly from these records.
Space, activities, and resources . Roland Barth feels that open
classroom physical space is organized in such a way as to extend the
range of possibilities for children’s exploration, suggesting that
physical learning space should include as many locations as are physic-
ally and safely accessible to children, whether on or off school grounds.
CVT began on the narrow premise that its physical space was described
by television studio. The children's classrooms, when they were to be
used at all, were adjunct to the studio. Although project work in the
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classrooms did not develop to the extent that the project staff desired,
CVT activities spread, throughout the year, beyond the confines of the
TV studio to various locations, indoors and out.
nJithin a month of the first session, the staff had become con-
vinced that confining activities to a large television studio prevented
a flexible approach to the use of physical space, so a new resource,
the video portapak, was introduced in mid-November. It took the project
out of the studio and into the world outside the classroom in three
separate community explorations. The first was an examination of the
effects of land pollution of a housing development. The portapak was
used in two visits to a construction site during which evidence of a
defaced landscape was visually recorded. The portapak videotape clip
was incorporated into the first program produced for cable TV which
also included an interview with one of the pupil residents of a com-
pleted housing unit in the same development. The final product of the
exercise was superficial, and the conclusions drawn from the videotaped
evidence, facile. As part of an integrated learning exercise, classroom
research activities on land pollution could have contributed to a more
thoughtfully-prepared pupil documentary which might have included a TV
studio interview with the developer, an in-depth analysis of the problem
investigated with the portapak, and an on-site discussion with workmen.
Subsequent portapak excursions into the community improved upon
the first one. The second, initiated by two children—one a project
member and the other a hockey-playing classmate—was the videotaping of
a hockey practice, and an interview with the players and coach of one
of the Amherst junior hockey teams. The subject matter of this episode
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did not demand the rigors of information research and presentation that
would have made the previous production on pollution so much more
effective. Even so, the preparation for this exercise was consider-
ably more extensive than had been the case for its predecessor. The
child who had initiated the idea worked with a project staff member to
establish exactly what information he needed and how he proposed to
record it on videotape. The pupil's idea was to publicize the Amherst
junior hockey program by providing the relevant information on a cable
television presentation. Therefore, in addition to taping portions of
the practice and interviews with the hockey players, he took care,
while interviewing the coach, to get all the important registration
information so that prospective participants in the television audience
would know how to sign up.
This portapak project was particularly important for the child,
Pete, who took major responsibility for it. Pete was chronologically
the oldest child in the project, but physically and socially among the
youngest. His performance in school had always been poor. Although
his self-image appeared to be poor, he wanted to think well of himself,
and responded warmly to helping adults. His fear of failure in tne
larger TV studio group which demanded a high level of task coordination
tended to immobilize him. He could not, for example, function in front,
of a camera; he would stumble over words so painfully that other mem
bers of the group would become impatient and fuel his fear of failure.
Often, his efforts would result in a degree of frustration that would
be relieved only by his disruption of the whole group. The portapak
took him away from the pressures of the larger group. Its relative
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simplicity provided Pete with the vehicle for conceiving an idea,
organizing activities to apply his idea in practice, and conducting
himself on-camera with assurance. For a child who, according to the
testimony of his teachers and peers, had practically never enjoyed
success in school, this exercise was particularly beneficial, as an
entry in the CVT Journal indicates:
It was a beautiful process. Pete, free from the TV studio
temptation of crowd-pleasing and the threat of fear of fail-
ure, accepted his role as take-charge guy admirably. He was
composed and self-assured. He needed some direction and
structure which he accepted gladly. After the session was
over, while I was driving him home I told him how well I
thought he had done. "I thought so too," he replied. I had
never heard him say anything like that before.
Subsequent to his mastery of a portapak production, he then became much
more able to function in the TV studio.
There was one other significant portapak production. In an
effort to expand the involvement of non-CVT children beyond the school
walls, the project staff organized a portapak field trip to a locally-
produced public radio program, "Cat’s Cradle," which involved children
of the same age as the CVT children. Two field trips were organized,
the first, without equipment, to a "Cat's Cradle" rehearsal to get the
feel of the program. On the second visit, the CVT group brought the
portapak with extension microphones, and taped portions of the program
in progress as well as an instructional guided tour of the broadcast
facilities conducted by a member of the radio station's technical sta^f.
Because of a microphone malfunction, this production was never cable-
cast, but it represented the best opportunity of all the CVT experiences
to use television productions as a means for extending the project s
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physical learning space into the community. Without the portapak, such
an extension would not have been possible.
By the beginning of the second semester, the introduction of
another facility, videotape editing, was initiated, contributing even
further to the activity options available to the project children. No
longer were children forced into creating single, well-rehearsed, self-
contained packages in one production "sitting." They could record
portions of a program in the TV studio, to be edited with other portions
of the same program recorded on the portapak. Added to this, they
could re-record any performances that failed to please them until they
were satisfied. One edited program consisted of the portapak produc-
tion on the Amherst junior hockey program, a puppet parody on the
fairytale Rapunzel produced in the TV studio, and a series of short
clips, again produced in the studio, introducing the program, its two
component parts, and wrapping the program up. Each of these three
program segments was produced on three separate half-inch tapes which
were subsequently edited together onto a composite tape according to a
sequence planned by the children. The introduction of editing and the
portapak made matters easier for the children, but it also created new
demands on them. They needed to plan programs that could contain por-
tions from a much wider range of options than had been the case when
activities were restricted to the production of self-contained programs
in the studio alone.
At the core of the television production hardware was the tele-
vision studio. Studio production demands a far higher level of coordi-
nated task interaction than does work with the portapak. There is reason
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to suspect that the studio experience of the CVT children contributed to
their ability to engage masterfully in tightly interconnected team
work. The best example of the children’s mastery of the studio is pro-
vided by an experiment which had the CVT children act as teachers of a
group of twelve adult neophytes in the art of studio production. Each
pupil assumed responsibility for one studio job which he taught the
adults who came for the session. Each adult had a chance to learn two
different jobs and, as a group, they produced two short programs. Two
other children operated portapaks to record the whole teaching-learning
interaction. Again, the write-up in the project journal best describes
what happened
.
The question arises as to what behaviors were demonstrated by
the kids that made us feel so positive about where the project
had come. Most rewarding was the complete authority with which
the kids handled themselves, the equipment, and the teaching
process. . . .
I believe that the adults learned more in a short period of time
from this session than they would have from adult "technical
experts" because of the infectiousness of the kids’ enthusiasm
for television and for teaching. . . . The kids were self-assured,
polite and patient, and the adults were eager to learn without
being condescending. . . . Although staff members were present,
the children never once came to them for help.
Children want to feel valued. To possess a skill sufficiently
valued by other people that they will come and learn it is an
excellent source of self-esteem. . . . The kids were not only
teaching; they were teaching grown-ups; not only grown-ups
,
but
responsive grown-ups. The kids were rightfully proud of them-
selves. The session was a good indication that one needn't be
"old" to teach and "young" to learn. It all depends on what
someone has to give, and another wants to have.
This session was an experiment in human interaction that would not have
been possible through the use of the portapak alone.
Prompted by the suggestion of Quincy Bent of the Boston Children's
Museum, who observed a CVT session in January, the project began
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experimenting with visual effects in the studio. One studio production
in particular, a satire on television science fiction, attempted to
incorporate a variety of special visual and auditory effects. Super-
imposition was used to create the illusion of terror; camera one focused
on a figure from the waist up so that the victim could appear to be
running away from an imagined pursuer without actually moving. Camera
two vocused very close up on a hand so that the superimposed picture
depicted a giant hand poised above the head of the terror-stricken,
"fleeing" victim. Suddenly, the hand clutched, the technical director
at the console switched the picture to black, another child emitted a
blood-curdling scream into a microphone, and the program then switched
to a completely different scene. In the same program, the children
experimented with cutting from camera to camera to produce an effect of
fear. One camera focused on a fleeing "victim" (this show was full of
them)
,
while the other camera focused on a child playing the part of a
monster. Both cameras began with medium shots from the waist up. The
technical director began switching back and forth from pursuer to pursued
at four-second intervals; soon he reduced the intervals to three seconds
then to two, to one, to one-half. At the same time, the camera which
was aimed at the victim slowly zoomed in until only the victim's eyes
and nose were showing. Another child tapped rhythmically, faster and
faster, on a microphone with his forefinger to simulate the heartbeat of
increasing terror; at the same time, he breathed heavily into the
microphone. At the action's climax, the cameraperson shooting the
"victim" rapidly zoomed in and out, a scream again rent the air, and the
scene shifted back to calmer events. Lighting was also used in this
production to create eerie effects.
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With these experiments, the children were dealing in some of the
visual cliches of the horror film. The effects were not the least bit
frightening; they were funny, which was the real intent anyway. The
final product was so ragged that it was almost unpresentable. This
highlights the "product versus process" debate. Given the time and
resources available to these children, there was not enough time to
produce a smooth final product. What were cliches for a professionally-
produced film, were tentative experiments for the children. Cliches
often evolve because they are effective and commonly understood com-
municating devices. The development of more subtle communication
techniques needs a framework of fundamental techniques from which to
grow. CVT failed to spend enough time at first with the children
helping them learn some fundamental, well- tested visual techniques.
Thus, the time spent on the visual cliches of the horror film was time
well spent. The children learned more about creating special effects
in the TV studio through their work on this production than they had
on any other production, even though most of the others were more pre-
sentable .
Quincy Bent made another visit just as the project was drawing
to a close. He worked with the children during a full session, engaging
them in some of the "video vocabulary-building" exercises he had
developed at the Children’s Museum. These exercises were designed for
children to discover the difference between "video space" and real
space, and to discover the uniqueness of video as a medium of communica-
tion in its own right. Bent puts children through a series of activities
at increasing levels of sophistication; the elementary exercises can be
undertaken with a single camera video system, but his more advanced
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activities require two cameras and a special effects generator. It is
Bent s intention that children come to see video space as that defined
by the rectangle of the television screen by manipulating the tools of
production and the camera subjects' bodies, and to think of their video
communication activities in terms of the viewer rather than the pro-
ducer. As the children work, a program monitor is always in their full
view, so that they can always respond to their own televised images.
One of the first, simple exercises to help the children define
video space was "The TV screen as a metaphor for a room." It was done
with a single camera. In this simple exercise, the camera is aimed at
a plain background so that the bottom edge of the picture rests on the
floor (of the real room)
. The function of the cameraperson is only to
keep the performer in focus. The program monitor is set up to face the
performer who is told that the screen is his "room;" the two sides of
the screen are "walls;" the top is the ceiling and the bottom is the
"floor." The subject is instructed to make specific motions in his
"room." (The cameraperson is not allowed to help by moving the camera.)
The subject is asked to lean against the "wall" with his elbow, to lie
on the floor, to fill the room with his head, to climb the wall, and so
on. The performer finds the exercise very difficult at first, but
becomes more able as he begins to define his actions in terms of the
space defined by the television screen instead of real space. A varia-
tion of this exercise is to do it from the perspective of the camera-
person. Here, the performer remains relatively motionless, and the
cameraperson moves the subject around the "video room" by panning,
tilting, zooming and focusing the camera.
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Another simple single camera exercise is "defeat the zoom,"
which requires coordinated interactive behavior between subject and
cameraperson. With the monitor placed so that the subject can see it,
he is asked to move backward and forward in response to the slow zooming
action of the cameraperson (who should be strongly urged to zoom slowly)
so that his image size remains constant. This exercise is effective for
establishing a feeling for video "distance" on the parts of subject and
the person operating the camera, and establishes an appreciation for
cooperative interactive behavior. A variant is to have the cameraperson
try to keep the subject's image size constant while the subject slowly
tries to "escape the zoom." The distance within which the. subject is
permitted to move backward and forward should be marked off so that he
does not move beyond the camera's physical capacity to keep his image
size constant. If this exercise is done against a varied background,
the playback of the tape can vividly illustrate to children the effect
of various focal lengths of lens on the perspective of a scene, indepen-
dent of the size of the main subject's image.
The use of two cameras and a switcher allows for more sophisticated
exercises to meet more advanced goals. These exercises are undertaken
after the children have mastered the more elementary ones. One, per-
formed in CVT, was "The electronic nonverbal story." This exercise is
intended to demonstrate not only the power of nonverbal communication
through television but also the interrelatedness of TV studio production
tasks. The two performing children are spearated by a screen, but both
can see each other by looking at the program monitor, which faces the
two of them. Camera one is aimed at the first child, and camera two at
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the other child. The camera operators can use whichever techniques are
appropriate: close-ups, long shots, etc. The performers are instructed
to tell a story in any nonverbal way they wish (pantomime, sign language,
facial expression). The child on camera one begins the story; the person
at the camera switcher selects camera one. The other child watches his
mate on the monitor. When the first child has finished, he makes a
gesture, agreed upon in advance, and the switcher selects camera two, at
which time the second child continues the story. The process can go
on, switching back and forth between the two children for as long as
appropriate. Although the CVT children did not follow up this exercise,
a good feedback strategy would have been to have the first child
verbally tell his version of the story, then the second child tell his
version for comparison and discussion. The non-participating children
can be asked to what degree their perceptions of the story corresponded
to the intended messages of the two participants. The process can be
made more complex and interactive by encouraging the two camerapersons
to emphasize certain actions of the story "doers" through zooming and
focusing. This is an exercise that can be repeated many times.
The addition of a special effects generator further heightens
the range of possible experimentation available to the children. Among
the exercises undertaken by the CVT children using a special effects
generator was the "electronic mirror." Again the two children are
visually separated by a screen, but positioned so that they can see the
program monitor. The two camera persons train on each of them so that
their figures are superimposed. The two children line themselves up on
the program monitor so that their images blend together as exactly as
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possible. They then try to move their bodies in unison, communicating
to one another only through their images on the monitor. One child acts
as the leader first, then the second child assumes the leadership role.
Another variation has neither child explicitly designated as leader.
The children begin by moving with uncertainty, but gradually build to a
pattern of communication where they can do rapid and complex motions in
unison. The exercise can be enriched by adding rhythmical music to
which the two performers dance together. The highly interactive nature
of this exercise is one of its important features.
Bent had the CVT children work on other exercises and has
developed others that he did not introduce to the project. 1 His activ-
ities are concerned more with form than content. They are not rooted
primarily in the tradition of commercial television production, even
though some of them give children insights into the TV they view at
home. Rather, they appear to develop more from the work of Viola
Spolin and others in the improvisational theater field. Although the
project staff tried constantly to guide the children away from the
aping of commercial television, the staff often found itself trapped
by its own limited experience with television. Children were usually
inclined to suggest program motifs based on open air broadcast tech-
niques— the interview, the roving reporter, the "space odyssey," the TV
newsmagazine—and the staff often went along. The productions which
grew out of these formats were not without value, as we have seen, but
1
These are outlined in a handbook recently produced by the Center
for Understanding Media (1974, pp. 35-38), entitled Video and kids.^
This handbook is an issue of Radical Software devoted entirely to the
use of video by children.
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but the range of formats was too limited. Bent's session was the last
one of the project; it should have been among the first. At the time,
however, the CVT staff used resources and techniques as they became
known and available to them. The project journal Indicates the staff's
feelings at the end of Bent's final session:
The project was deficient in waiting so long to initiate this
sort of activity. We should definitely have spent more timem October on "video consciousness-raising," and, from time
to time, developed new exercises to raise the kids' "video
consciousnesses to increasingly higher levels throughout the
year. These progressively higher levels of consciousness would
probably have influenced the kids' other work and have encour-
aged them to break away from such static, linear modes of
production as the videotaping of school plays, "newscasts," or
interviews based on standard television fare.
There has been a debate among video people about the relative
virtues of the TV studio versus the portapak for child-created video,
yet both offer distj.net and powerful advantages. The trouble with many
school television studios is that they are designed for technicians;
not for children or teachers. They tend to be cumbersome and forbidding.
For many studio production needs, two portapaks and a camera switcher
will do. The first consideration in equipping an elementary classroom
for television production, however, is that the equipment should be
physically accessible to the classroom, and technically accessible to
the children and teachers so that they can use it with little or no
technical supervision. All other considerations, as important as they
may be, are secondary.
Other learning resources came into play in the project. While
it cannot be claimed that strong connections were made with the class-
-
'Sr' . .
room curriculum through use of common resources, children at different
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times used a wide range of materials and tools in support of their pro-
duction activities. The "Rapunzel" puppet show required elaborate
sets; a simulated castle was created from thick cardboard, tempera
paint and magic marker designs. The backdrop was made from large rolls
of brown craft paper illustrated in the same way. The children also made
their own puppets from socks, buttons, and strands of wool, papier mache,
glue and transparent tape.
The "Rapunzel" production was of particular interest because it
originated form a minor uprising by the girls in the project during one
of the January sessions. An effort had been made to that point to ensure
that the technical jobs were evenly distributed between the sexes.
Kideo Video experience had shown that the boys tended to gravitate more
readily to the technical tasks than the girls. The same trend appeared
during the early CVT sessions. Although the project was reasonably
successful in seeing that girls had the same technical experience as
the boys, there was no doubt that the CVT boys were assuming the leader-
ship roles in the project. At one session, three or four of the girls
quite angrily pointed this out. They were told that they would be given
as much help as they needed in producing their own program around any
theme they wished. They formed a committee, and came up with the
"Rapunzel" idea. They wrote a script, coordinated all the other pro-
duction activities, and produced a very amusing piece, which included a
boy as one of the major performers.
All the productions required written scripts or program scenarios,
and some kind of vocal presentation. Other media of communication were
incorporated into the various productions: music for program themes;
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35 mm. slides in a Team IV TV newsmagazine; a 16 mm. animated film;
and children s artwork, some of which had been done in their regular
art classes.
The efforts of the project staff to connect their activities
with those of the classroom enjoyed some success. The portapak investi-
gation of local land pollution mentioned earlier was suggested by an
ecology study which was being undertaken in one of the project class-
rooms. Another entire production, "Team IV Times" was a television
extension of a regular mimeographed newspaper of one of the other class-
rooms. Finally, at the suggestion of one of the teachers, portions of
the school operetta, Alice in Wonderland
,
were videotaped in the studio
and made into a program for cable TV. Although these efforts gave the
project staff some gratification for the connection they represented
between CVT and Team IV, they were not particularly experimental; they
were, except for the portapak experiment, simply activities recorded on
videotape.
The local cable television system constituted a valuable community
resource for the project curriculum. Generally speaking, the purposes
for cablecasting the children’s shows appear to have been met. The
pupils took pride in the fact that their productions were being displayed
publicly to the community. Parents, too, indicated appreciation for the
opportunity to see the results of the children's work on their home
television sets. Whether the children's programs had any impact on
viewers outside the immediate families and classrooms of the children is
unknown, but it is not likely that the impact was significant.
The cablecasting of the CVT shows was overemphasized, however.
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Ahtough I feel that broadcast should play an important part in the
elementary school classroom's television production activities, it
should not be permitted to dominate these activities to the point of
stifling experimentation or the kinds of learning experiences that have
nothing to do with production for broadcast. The next chapter more fully
describes the consequences of the project's too strong determination to
have the children direct all their work toward the ultimate cablecast of
their productions.
Materials prepared explicitly for project instruction were
modest. Most instruction was given through the direct daily personal
contact of project staff with children. A small CVT production handbook
was prepared for the children, however. It included brief descriptions
of some of the various technical and nontechnical studio production
jobs, script-writing instructions, descriptions of basic studio hand
signals, and worksheets for recording production information. Blank
scripting forms were also included. Later in the project, a Producer's
Workbook was also developed, which was simply a record-keeping device
for the producer to keep track of his production crew's various jobs,
and the required equipment, props, sets, graphics and artwork, sound
effects, music, costumes and make-up. Finally, a portapak checklist
was prepared listing all equipment pieces and accessories needed for
portapacking field trippers, with blank spaces for checking off all
required pieces before starting out on an assignment. These materials
are found in Appendix A.
Open educators often speak of the need for children to actively
the materials of learning. The procedures of CVT were totallymanipulate
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consistent with the precept. Nobody connected with the project either
as observer or participant doubted at any time that the children were
active manipulators of the tools and materials of learning. What they
produced they did themselves. From the outset, it was determined that
the children would conceive their own programs, write the scripts,
create the graphic materials, make or find their own sets and props,
and operate all the production hardware. Most of the programs stemmed
from the children's own suggestions.
In other ways, the characteristics of open education were re-
flected in CVT's use of curriculum resources. The media and the subject
matter of learning were integrated through child-created television
activities even if strong and continuing connections with the Team IV
curriculum were not established. A wide variety of learning resources
—
equipment, materials, people—were used, and new resources were fre-
quently added to the project curriculum. The project expanded its physical
space to make regular use of the community. In a future, more thoroughly
planned project, working in more carefully selected locations with
teachers adequately trained for child-created television, there is no
reason to believe that the pursuit of activities and the use of physical
space and resources could not relate even more closely to the character-
istics of the open classroom.
Time and groups . The project staff felt the need to develop
procedures to ease the inflexibility of a tight project schedule and
the demands of broadcast deadlines. The fact that the project's grouping
arrangement was such that the staff was required to work with all the
project children during whole CVT sessions or none of the children
125
outside these sessions posed certain problems as well. The main one
was that the exclusivity of a group of children physically and temporarily
separated from the rest of their classmates prevented a free flow of
children in and out of project activities according to need and interest.
The problem of keeping all CVT children productively occupied the
whole time they were at the CVT sessions demanded much of the staff’s
energies, especially early in the project. The first two or three
project sessions presented relatively few problems; children were
"producing" short, improvised television pieces as they learned to func-
tion at the various job stations in the TV studio. As children rotated
among these various positions during the few introductory sessions, no
individual was left idle for very long. As the demands for "real"
productions approached, however, the problem became more acute. Certain
groups of children would need long stretches of time at a particular
production task, leaving the remaining few children with little to do.
The project needed to develop ways to work with the children in small
groups and flexible time intervals so that they would all be purposefully
occupied during their CVT sessions.
The early attempts to deal with this problem only served to add
to the confusion by overstructuring the project sessions. Since the
children were drawn from three different classrooms, they were
divided
into three small "production units" each of which would be
responsible
for producing one-third of the first fifteen minute cable
TV production.
Each small production unit was technically assisted by
the other two
units; when classroom 1 was videotaping a rehearsal
or final performance
the children in classrooms 2 and 3 would make up
the technical crew in
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the studio. At the same time, the staff tried to break these groups'
activities into three half-hour subsessions so that each subgroup would
have the opportunity to work on a small part of its production during
each session. These sessions were organized as shown below:
Producing Group Helping Groups
First 30 minutes Classroom 1 Classrooms 2 and 3
Second 30 minutes Classroom 2 Classrooms 1 and 3
Third 30 minutes Classroom 3 Classrooms 1 and 2
The arrangement assumed that the children's behavior would be so pre-
dictable that many activities could be packed into very short blocks of
time. It operated on a simple arithmetic premise that a ninety-minute
session divided three ways equals three thirty-minute subsessions. In
fact, it was usually five to ten minutes into each session before all
children were present, and the switching of jobs which occurred as the
children from the small subgroups took their turns at production took
about ten minutes each time, so the staff was working with something
closer to sixty minutes of real production time, leaving only twenty
minutes for each group, which was not enough time for productive
work.
Finally, the arrangement assumed that all production activities
imply
technical studio work. Thus, with all fifteen children
involved either
as "producers" or helpers in the studio, there was
nobody left to work
on scripts, titles, sets, artwork, costumes, and
so on.
To release children for nontechnical work, an
adjustment was made
It became evident that fifteen children and
five staff members in the
studio were a crowd. Some members of the
"producing" group could assume
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some of the technical production functions, aided by only one of the
other two classes, while the third class worked outside the studio on
nontechnical tasks. The organizational structure looked like this:
In the Studio Outside the Studio
(producing
group)
(technical
helpers)
(nontechnical
group)
First 30 minutes Classroom 1 Classroom 2 Classroom 3
Second 30 minutes Classroom 2 Classroom 3 Classroom 1
Third 30 minutes Classroom 3 Classroom 1 Classroom 2
This only succeeded in setting up an even more unmanageable procedure.
Now there was not only traffic within the studio, there was also traffic
in and out of the studio. Furthermore, the classroom groups of children
were scheduled into producing roles at predetermined times whether they
were ready for them or not. In an attempt to introduce flexibility,
the project staff only increased rigidity by taking an inflexible chunk
of time and truncating it into three even more inflexible chunks of time.
Separating the children according to their classrooms into sep-
arate production units presented two additional problems. It contributed
to the fragmentation rather than the unity of the final product, and
it
established an interaction pattern which reinforced the social separation
among the three classrooms the children experienced in their daily
classroom activities. At the beginning of the project, it had been
hoped that CVT would promote communication among the
children of tne
three different groups through collaboration on common
production activ-
ities. The early grouping structure, however, did not
contribute to the
realization of this hope.
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During the first six weeks of the project, staff members worked
with the CVT children in their classrooms. The original purpose for
these visits was to promote the integration of television production
with the other subject matter of the curriculum. What actually occurred,
however, was that these visits were being used to follow up activities
between sessions in the TV studio so that children would come to the
sessions prepared with new ideas, scripts and support materials to work
on their productions at progressively higher levels of sophistication.
This created some understandable friction between the teachers and the
project staff. The teachers felt that CVT was taking too much time, and
the staff felt that they were not getting enough. By mid-November, the
CVT staff voluntarily suspended their classroom visits. Unfortunately,
this action lessened the opportunity for the integration of the curricu-
lum and the involvement of non-CVT children in project activities. It
also removed some of the flexibility of time the project had enjoyed to
that point.
While they lasted, the classroom visits produced at least one
beneficial effect. A boy, David, who was not a project member, asked
a CVT staff member for help in making a 16 mm. animated
film. After
consulting the teacher involved, the staff member agreed
to help David
on the condition that his film would become a
part of one of the CVT
programs, and that David would explain on camera the
techniques he used
in making it. David later joined CVT and became its
most enthusiastic
booster. Despite the fact that much of the
work with David occurred in
the classroom, it had no direct connection
with his other classroom activ-
ities. From the teacher's point of view,
the benefit of David's
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participation went only to the project. From the project’s perspective,
this benefit would have been greatly increased had David’s work rein-
forced, in some way, his other curricular work. Had this been the case,
and been perceived as such, the visits might have been able to contribute
to one of the project's most important goals, the integration of CVT
activities with those of the classroom curriculum.
The tight scheduling of the early CVT sessions could not be
maintained. Throughout the remainder of the year, various methods were
introduced to allow greater advantage of the high proportion of staff
members to pupils. Although staff continued to work with children in
groups of varying size, decisions about grouping and time use were made
in the context of apparent needs; thus eliminating the practices of
dividing sessions into three equal blocks of time. The practice of
having all children attend all sessions from beginning to end was also
abandoned after consultation with the teachers. For the first forty-five
minutes of a session, for example, the staff would work with a group of
seven or eight children on a special problem following which the rest
of the CVT group would come to the studio for the videotaping of a
rehearsal. At other times the studio was not used at all; the
whole
project group of children would be broken into anywhere from two to four
groups of varying size to work on different nontechnical
production
tasks: scripting, making props, drawing titles, coordinating
the
activities of the other groups. One particular CVT session
had two
staff members working with half the CVT group on the
creation of a
cardboard castle for the Rapunzel puppet show. The
other half of the
group was split into two smaller groups, the
first working for forty-five
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minutes on the script for the puppet show with two other staff members,
and the second, replacing the first, to work on titles during the remain-
ing forty-five minutes.
At the end of the fourth week of operation, two more changes
were made simultaneously: as mentioned earlier, the video portapak was
introduced, and the practice of working only during school hours was
dropped. The introduction of the portapak is mentioned again here
because of its positive effect on flexibility in grouping and time
use. It was suggested by the desire of the small group of children who
did the outdoor portapak production on land pollution. This undertaking
suggested the use of non-school time which, from that point on, was used
fairly regularly. The introduction of the portapak to the project
curriculum contributed more to releasing the staff and children from the
constraints of the implementation agreement than any other single
strategy undertaken by the CVT staff. It allowed small groups of two
or three children to pursue production activities independently, in any
place, at the same time that their peers were working on other produc-
tions in the television studio.
As the project progressed, the staff became progressively more
comfortable with the television equipment, and more able to deal
with
the children. As this happened, the project took greater advantage
of
its large staff. The children were developing their
abilities and sense
of responsibility at the same time, and by the end of the
first semester
two staff members could comfortably supervise TV
studio work whereas
four were required at the project’s outset. This released
other staff
for work with children individually and in pairs.
Such an arrangement
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was particularly helpful when editing was in progress, a process never
requiring more than two children, with an adult to help and to supervise.
It was also useful when individual children needed help developing ideas
for production, with scripting, or with emotional or behavioral prob-
lems.
Throughout the production of the first two television programs
for cable TV, work was never done on more than one production at a time.
CVT had hoped that the year's output would be six or seven programs.
By the time the second program was completed, the project year was more
than half over. TV studio production was taking almost twice as much
time as had been anticipated. Because the project mentality was so
production oriented, ways were sought to increase the output. Increased
use of the portapak provided one of the ways. The practice was adopted
of working on more than one production at the same time. While one
group of children conceived and produced a particularly time consuming
TV studio spoof on a science fiction extravaganza, another group worked
on the "Rapunzel" puppet show, and yet another two boys worked on the
portapak videotaping of the local junior hockey practice. This arrange
ment proved to be very successful; it gave children a greater choice
of possibilities of program content and production mode, and promoted
the feeling among them that they were occupied in doing useful and
self-directed work.
Although it was no longer easy to involve non-CVT children in
project activities after the project staff ceased working m the Team
IV classrooms, the occasional involvement of other children
was made
possible through the social contacts of the project children. The
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portapak-produced program on pollution, for example, included an
interview with one of the pupil-residents of the housing development
in question on his perception of the problem. The junior hockey pro-
ject resulted from the ideas of two children, one a member of the
project and the other a nonmember, who developed the idea through the
stages of scheduling a date for videotaping, planning a production
scenario, writing questions for interviews with coaches and players,
shooting the production, selecting portions of the raw footage for an
edited version, and doing the editing. Early in the project an effort
was made to extend the project activities to the younger children in
Team I (grades K - 1) by having the CVT children videotape a puppet show
that the Team I children had produced. The first video taping session
was very successful. The CVT children assumed their roles as teachers
competently and helpfully. Unfortunately, the staff member who initi-
ated this mini-project left CVT, and nobody followed it up. It had been
hoped that CVT children might work in the Team I classrooms helping the
younger children refine their production for part of a cable TV show.
Its initial success illustrates, however, the potential of child-created
TV to provide a vehicle for productive teaching-learning activities
among children of different ages. In sum, the efforts of CVT to provide
opportunities for the involvement of nonproject children were significant
but piecemeal. A more regular and binding relationship with the host
classrooms was needed to make this involvement systematic and
ongoing.
The piecemeal strategies employed by the project to create some
flexibility in grouping patterns and use of time were moderately
success-
ful. The fundamental problems, however, remained with
the project until
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the end; the project curriculum was pretty well confined to the fifteen
project children, and the time within which the curriculum was under-
taken was confined to two sessions per week.
The project was not instrumental in helping the children learn
to organize their own time. Most of the scheduling initiatives were
taken by the project staff. Children did, however, exercise considerable
initiative in organizing themselves into groups, once the practice of
dividing them according to membership in their respective classrooms was
dropped. The occasional involvement of non-CVT children in production
activities almost always resulted from the children’s suggestions. Three
of the last four cable TV productions were assembled from small group
productions which were undertaken by children who had grouped themselves
according to common interests, irrespective of levels of scholastic
ability. The children were able to recognize who among them were
suited to the various production responsibilities. Very little adult
intervention was needed.
Goals, evaluation and roles . All but two of the six productions
created for cable TV developed from the children's ideas. Some of these
ideas evolved from guidelines suggested by the CVT staff; for example,
the pupils were asked to try to think of production extensions
from
their daily classroom activities. Two productions, the
television version
of the Team IV newsletter and the portapak unit on land
pollution, developed
from child-suggested extensions. Other programs were
simply produced
from children’s ideas offered in no particular context.
CVT sessions, however, were not free of adult
control and direc
tion. At the beginning of the project, the staff grappled
with this
1 34
problem, trying out a variety of styles, and as the project progressed,
the staff tended to tighten its control of activities. Three factors
contributed to this trend. Studio production requires such coordinated
interaction that even a minimum of disruption of one or two children can
totally immobilize the activities of the whole group. Secondly, the
staff genuinely feared for the health of the equipment, realizing that
a foolish mistake could not only end activities for CVT, but also for
other studio users. Lastly, it became increasingly evident that most
of the children were more comfortable working in a framework of clear
objectives set by project staff members. The major problem facing the
staff, therefore, was to figure out how to establish a tight, objectives-
based project framework without stifling the initiative of the children.
The first method used was to devote an entire session in early
November to explanation and questions and answers on the general project
goals and procedures. In doing so, the staff established an identifiable
framework within which the children were to function. This session was
extremely helpful in reducing the level of confusion which had been
building among the children, and giving them a clearer sense of purpose
for their activities. The project staff then established the practice
of specifying for individuals and small groups of children the expected
outcomes for each project session. These specific outcomes were set
within the larger framework of the production goals the children had
usually set for themselves. While the project’s move in the direction
of specificity might appear to contradict the open classroom
approach to
the use of objectives, the project's educational encounters, were,
for
the most part, defined by the children. By setting
objectives for each
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session, the staff was simply creating a structure within which sense
could be made of these encounters. Because the children arrived at
the CVT sessions straight from the all-consuming activities of their
"regular" curriculum, they needed the staff to give them a concrete
framework of activities for their relatively brief and infrequent
sessions so that they could get at their work quickly and use their
time productively. Had the project been fully merged with the class-
room curriculum and operated from a classroom base, more attention
could have been given to helping children set their own specific
objectives to meet their more general goals.
The staff was not always happy with the program ideas suggested
by the children, but never vetoed them. For the first cable TV produc-
tion, one child wanted his classroom’s portion to be a televised,
introductory tour of the television studio. This proposal was outvoted
by three other children who wanted to produce a horror show. The staff
member who supervised this session wrote, "I tried to direct the kids to
coming up with more ideas so they’d have a wider choice to choose from,
but was voted down ... The session was mildly frustrating because I
wasn't happy with their idea." Within a week, this group of children
decided to reject the idea they had originally adopted of their own
accord, and chose the televised introduction to the studio theme instead.
The horror show idea did not take long to resurface. A different
group of children drafted a script for the extravagant space odyssey-
horror show spoof mentioned earlier. They presented it to the
project
staff who realized immediately that the proposal was beyond the
capacities
of the television studio and the technical competence of
the staff and
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children. Efforts to steer the children away from their idea were to
no avail; their enthusiasm knew no bounds. So production began. I
tried to encourage the children to use as many special effects as poss-
ible to create an eerie atmosphere in ways to which television production
particularly lends itself. Some of my ideas had been suggested by
Quincy Bent in conversations we had had prior to his year-end session
with the CVT pupils.
Everything the staff had feared turned out to be true; the children
became frustrated and bored as the production dragged on interminably.
This program, "The Amazing Adventures of Dr. Omega," took from January
22 to April 2 to complete. During that time, other groups of children
produced two other programs. Despite the frustration, however, "Dr.
Omega" contained more experimental production techniques than all the
other productions combined. The program script was sophisticated and
witty, and the lessons learned about the realities of translating an
overambitious idea into a production were valuable, if not completely
agreeable.
Diagnosis of children's needs and the individualization of
activities according to these needs posed a constant problem. The
introduction of the portapak helped a great deal, as the earlier des-
cription of Pete’s taping of the junior hockey program shows. The
practice of setting specific objectives for groups of children prior to
each session also helped, but there was occasionally some uncertainty
as to whether the staff was diagnosing program production needs
or the
needs of the children. In spite of this, the staff always
tried to
strike a balance among what individual children wanted
to do, what they
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needed to do, and what was fair to the whole group. The technical jobs
held the greatest attraction for many children; therefore, the staff
had to make decisions in dividing the jobs if all children were to have
equal access to the "better" jobs, and all were to have at least some
practice with each. Although there was always a tendency for the staff
to succumb to the temptation of identifying particular children as
"specialists" in particular jobs, the staff resisted it with increasing
success as the project developed. The result was some occasional resent-
ment among the children and a lower technical quality of television
program, but in general, the children appeared to accept this aspect of
staff authority, and the program quality trade-off was well worthwhile
in terms of the breadth of technical experience made accessible to each
child.
The only job that children were never required to perform was
on—camera talent. The staff simply did not wish to put children in a
situation where they could be embarrassed in front of their peers by
making nervous mistakes while "on stage." Of the sixteen children who
remained with the project throughout the year, however, all but one
performed on-camera in some capacity for a cable TV program.
One particular incident, again involving Pete, bears mentioning.
Early In the project, he took his turn as talent during a practice with
disastrous results. He could not speak a single clear word. The
follow
ing comments about this experience were recorded in the project journal.
"Pete is very nervous about his part and projected performance
on-camera
and wants to quit as talent. He admits he'll feel good
if he succeeds,
but is deathly afraid he'll blow it, which, at this
point, he probably
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will. To force him to persist will not only expose him to his own
perceived shortcomings, but will also subject him to the ridicule and
impatience of his peers." As we have seen, the individualization of
activities made possible with the portapak provided Pete with the
vehicle for acting as talent, which, beneath his fear, he very much
wanted to do.
Although CVT was moderately successful in individualizing activ-
ities according to the needs of each CVT child, the project structure
did not encourage individualization, especially for children with
special needs. One particular child, George, provides a dramatic
example of CVT's inability to deal with very exceptional children. George
had both learning and emotional disabilities. He was totally unable to
read or write, and was thoroughly disruptive in most social situations.
His image of himself was low, and he reinforced this self-image by
extremely antisocial behavior which would produce negative responses from
his peers or teachers which, in turn, would confirm his low opinion of
himself. As a member of CVT, he was not only unable to function, but
he
effectively immobilized all productive activity in the project sessions.
He would demand certain concessions and if he got what he
demanded, he
would make new demands within moments of having gotten his way.
If the
new demands were not met, he would disrupt by any means
available to
him. Sometimes, his disruption would take the form of
abusing the tele-
vision equipment. Time after time, his activities
resulted in his being
sent back to the classroom, a tactic which
temporarily alleviated the
symptom, but only reinforced George’s low self-esteem.
The unfortunate thing was that George was
capable of good technical
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work, and might have developed other capabilities as well. Over time,
he could have developed his competencies to a higher level and at the
same time have developed an awareness of his developing personal power.
The tightly interactive social framework which characterized most of the
CVT sessions was inappropriate for George. Accordingly, the staff
decided that one of them with whom George had developed a positive
relationship would work with him and a friend, Gregg, doing portapak
videotapings and playbacks of the school operetta rehearsals. This
activity would be in place of George's and Gregg's attendance at the
regular CVT sessions. Unfortunately, the portapak was not always
available during these rehearsals. The plan completely aborted when
the staff member who designated himself to do this job left at Christmas
and did not return in January. By that time, the attrition between
George and the other staff members during the regular sessions had
developed to the point where George refused to work with anyone else.
Nevertheless, he returned to the regular CVT sessions. Predictably, his
behavior worsened.
At first, George would be asked to return to his room for the
remainder of a session; then, when he returned with no improvement in
behavior, he would be asked not to attend two or three sessions in a
row. Finally, in mid-February, George was suspended from the project
entirely.
When the decision was made to drop George from the project, the
Principal, when informed, was very sympathetic; "You can't be all
things
to all people," he said. CVT could, however, have been
some things to
George. Had the project been structured as an ongoing classroom
activity,
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operating at times of need with those who needed it, much individualized
attention could have been devoted to George, helping him build competence
and confidence in an activity he enjoyed and for which he had demon-
strated a natural aptitude. A more sensitive attention to the problem
might have salvaged some success with, and for, George, but George needed
more attention than the project staff, with their abilities and limita-
tions, were able to give, under the circumstances of the implementation
agreement
.
The use of videotape as an evaluation device was such that
playback sessions had to be handled sensitively by the project staff.
The staff introduced procedures to reduce the potential threat of play-
back to the performers. Whenever possible, children were divided into
smaller groups made up of individuals likely to be supportive of one
another during playback. Another strategy permitted children to comment
only on their own performances. Under this restriction, it was surpris-
ing how self-critical the children could be. When, however, other
children were allowed to make negative comments about their peers’
performances, the remarks about self tended toward high bravado and the
comments about others were flippant and derisive. Another useful tech-
nique was to restrict children's comments about peers by prefacing each
one with the phrase, "I think your performance could have been improved
by ” This helped establish a formative focus to the children's
remarks, emphasizing future potential instead of past error. A third
strategy was to permit children to make any remarks they pleased
about
any other child, but only after each child, one by one,
gave a short
assessment of his own performance. A final useful exercise
was to allow
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children to make remarks about anybody's performance, but after each
remark, the question, "Was my remark helpful to you?" had to be asked.
These procedures proved to be very effective.
Other playback strategies have been suggested since the termina-
tion of CVT. One, designed to put the children's assessments of their
peers' performances in a positive light, is to have the evaluating child
preface his remarks with the phrase, "What I liked best about your per-
formance was ..." Another is recommended by Viola Spolin (1963)
.
She suggests that improvisational exercises for the theater should be
built around a Point of Concentration (P.O.C.)—a highly specific task
against which evaluation is made—before they are undertaken so that
subsequent critiquing is focused explicitly on the P.O.C. Otherwise,
the assessment has a tendency to range over a host of things, many of
them having nothing to do with what the performer was trying to accomplish
in the first place. This procedure would certainly apply to many of the
activities undertaken in child-created television.
Another useful approach to the use of video for evaluation was
suggested by one of the Team IV undergraduate teaching interns. She
suggested keeping the practice tapes for each production so that they
could be compared with later practices and the final production
for
analysis. Unfortunately, the project did not have access to enough tapes
to keep unerased ones available for subsequent analysis.
By January, the children were consistently approaching
their
video replay exercises in a positive and supportive
manner. The need
for staff-imposed artificial methods disappeared.
The extent to which
this development could be attributed to the
techniques used with video
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replays is uncertain. It may have had as much to do with the children's
growing sense of mastery over the medium. They felt comfortable enough
about their own performances to be charitable.
The CVT children also developed supportive behaviors outside of
the formal video replay evaluation activities. During the portapak
field trip to the "Cat's Cradle" radio program, one girl, Robin, per-
formed as the on-camera host of the production. She had been identified
as a "slow learner" in her home classroom, and for the first three months
in CVT, her behavior was true to her label. In February, however, she
gradually began acting with greater confidence and by the end of the
year, she was chosen by the other children in the "Cat's Cradle" group
as the program host. She was chosen with the knowledge that her presenta-
tion would not be as smooth as that of some of her peers might have been.
The following commentary on her performance and her classmates' behavior
is taken from the project journal.
Robin, as the on-camera talent, handled her task with considerable
ease. The other kids were supportive of her, and helped her to do
her job well. What a long way she had come! From a halting,
stumbling, frightened child, she has come to address the camera
with authority. She is no longer frightened. As for her peers,
they are patient and tolerant; this reaction on their part has,
beyond doubt, contributed to her self-assured performance.
Other evaluation procedures were used in the project: the CVT
journal, which kept an anecdotal account of project events and informa-
tion on each child, and the evaluative staff meetings. One staff member
suggested establishing a file for each child in which continuously
updated performance criteria would be kept, and activities planned and
evaluated for each child accordingly. This suggestion was never
put into
assumed the leadership of establishing the fileseffect because no one
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and keeping them up to date, but the idea was excellent, and could
have been put to good use. Such a scheme would have been particularly
useful at the beginning of the project when the staff should have been
devoting much of their attention to instruction in the basic production
skills.
Evaluation of the project as such was undertaken through the
administration of questionnaires to children, parents and teachers, the
results of which are contained in the next chapter. Informal evalua-
tion of the children’s cablecast programs was also offered by outsiders
whose backgrounds were related in some way to CVT. Quincy Bent, who
viewed the televised version of the Team IV newsletter, suggested that
the production was too literary, that it was a case of words being pre-
sented on television rather than a visually exciting television produc-
tion in its own right. He also suggested the idea of working on small
segments of a production, videotaping repeatedly until an acceptable
performance is achieved, and editing together the most acceptable
sequences for the "final show." He did not believe that doing a final
taping of a whole production all in one installment was either a good
process or conducive to the quality of the final products. The producer
of "Cat's Cradle," Glenda Henery, agreed with Bent in her evaluation of
the same program. She added that the program lacked unity, a criticism
applicable to many of the CVT programs. Rita Deverell, a Canadian
television researcher with a particular interest in children's television
programming, viewed portions of all the CVT tapes. She aptly commented
that the programs looked as though the children were trying to emulate
the styles of commercial television. All these comments were made about
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the videotaped products, not the process by which they were made, which
they had not had the opportunity to observe. Nevertheless, they
unanimously suggest that CVT might have devoted more attention to help-
children concentrate on alternatives to the styles of conventional
broadcast television.
Important roles in the life of CVT were played by various groups
and individuals. Parents never played as strong a role as they might
have. The final evaluation of the project revealed a level of parental
interest in the project that the staff never knew existed. Most of the
impressions received by the staff of parents’ perceptions of the project
came through the teachers. These second-hand impressions were generally
negative. The specter of parental pressure was often involved as the
cause for the teachers' concern that CVT was "taking so much time."
Undoubtedly, a few of the parents were concerned about the time CVT
demanded of the curriculum but the questionnaire results indicate that
they were not many (see Chapter IV). On one occasion, two parents
attended a CVT session, something most of the parents would have liked
to do, according to questionnaire results. Another parent, as coach of
one of the junior hockey teams in Amherst, helped schedule the Sunday
morning videotaping session at the hockey rink and volunteered his
services as coach-interviewee. According to the children, most of the
parents whose homes were wired for cable television watched the CVT
broadcasts regularly. The questionnaire results confirm this.
At the end of the project year, the CVT staff held an early
evening social gathering for parents and children during which portions
of CVT programs were replayed and a short discussion held. Twelve
of
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the sixteen parents attended with their children, and two more children
came by themselves. The meeting was extremely cordial; much interest
and curiosity was displayed by the parents, and the children appeared
genuinely pleased to have been there with their parents. They certainly
boosted CVT with unbridled enthusiasm. This was the only event of the
year formally planned for the CVT parents. There is little doubt that
this involvement should have been far greater. An extremely valuable
resource was left untapped.
During the first semester, one of the undergraduate classroom
interns participated substantially in CVT activities, but after Christmas
the participation of the interns was negligible. This was partly
attributable to the organization of the project staff which, unfortunately,
tended to treat the interns as outsiders. Because their facility with
the television equipment was not as great as that of the staff members,
they found it difficult to participate as equal partners; no training
was ever organized to improve their skills. More significantly, any
intern who showed a high interest in CVT activities became caught in the
readily apparent tension between the project staff and the host teachers.
One intern in particular reported that she found the situation very
uncomfortable. Although no intern ever suggested that the teachers
exerted pressure on them not to become involved in CVT activities,
the
climate was not conducive to their strong participation, which
was an
unfortunate waste of another potential resource.
The Mark’s Meadow Team IV teachers and the school
principal did
not play as active a role in the project as had been hoped.
The reasons
for this lack of involvement are amply discussed
in Chapter V. For the
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time being, however, it is enough to say that the goals of the project
would have been better achieved had the teachers and principal been
actively collaborating partners. The early tensions between CVT per-
sonnel and the teachers appeared to abate somewhat throughout the year,
but only because certain formal channels of communication which existed
in October and November were cut off with the willing consent of both
parties.
The various roles played by community people and institutions
were described earlier in this chapter. Four of the six CVT productions
involved community people or events in some way: the junior hockey
videotape, the portapak unit on land pollution, the visit to "Cat's
Cradle," and the session in which the children instructed adults in the
techniques of TV studio production. The local cable TV system was
used, but was never actively involved in project affairs. The involve-
ment of the School of Education faculty was peripheral, but always
supportive, often providing a rational perspective on events when other
tensions ran high. The faculty, however, had no direct effect on the
project curriculum. The technical personnel of the School of Education
Media Center were more directly involved through the contribution of
their time and technical expertise in operating and maintaining all
production equipment. They never failed to impress upon the staff the
need to treat the hardware cautiously. This tended to have an inhibit-
ing effect on the project experimentation, and freedom of movement
within the studio, but there is no question that they were justified in
urging such caution. Personnel in the Amherst school system at levels
higher than Mark's Meadow never became involved with CVT in any
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significant way; the project began and remained in operation only at
the Mark’s Meadow level. Although the Director of the system's Instruc-
tional Media Services was instrumental in approving the CVT schedule
for cable television broadcasts, there was never an attempt on CVT’s
part to expand the role of him or his staff beyond this rather tech-
nical function.
In retrospect, it is evident that the project could, and should,
have devoted more energy to building a larger constituency of interest
through efforts to secure the participation of a far greater number of
people in its operations. Part of the project’s problems with the
teachers was the feeling of isolation experienced by the staff members
in dealing with the teachers. These dealings might have been more
satisfactory had the project staff entered them with a secure feeling
about its relationship with parents, people in the school system, and
the community-at-large.
Concluding Note
The curriculum procedures which characterized the Children's
Video Theatre were primarily directed toward the acquisition by children
of an alternative communication skill that they could actively use for
their own learning, in school or out. It was intended that the chil-
dren would acquire the skill by doing it, rather than by preparing to
do it. Only in retrospect did it appear that some preparation was
needed, and that preparation was, in fact, a form of doing.
In their conventional use of television, children are receivers
In those few instances where televisionof other people’s messages.
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plays a significant role in the life of the school, it is being used
as broadcasters use it, to project information for assimilation rather
than using it for the initiation of active dialogue. If dialogue is
the ultimate purpose of communication, then schools should do with
the visual media what they purport to do with the print media, which
is to arm children with the appropriate communication skills. Schools
need to create the environment in which these skills can be learned
through regular and significant practice, and related to the life needs
of the learners.
Open educators often talk about the integration of subject
matter. As we have seen, the various media of communication, like
subject matter, are not mutually distinct. The production of a TV
documentary, for example, requires that information be researched,
research be organized, organized information be put into intelligible
form and presented. These skills applied together constitute "com-
munication" which, in its most fundamental definition, is the multi-
lateral transmission of information. The addition of the visual element
to a child’s communications repertoire does not detract from his ability
to speak or write; it adds another, enriching dimension to a pattern
of communication which includes speaking and writing. Mastery of the
techniques of a certain communication skill enables the communicator to
use the other types more fully; he can bring together a greater variety
of communications modes in creative interplay to communicate some "thing."
The Children’s Video Theatre urged that schools set themselves
to the task, not simply of teaching pupils how to make TV shows,
but
of enlarging the communications repertoires of children.
CVT did not
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ask the question of the educational broadcaster, "How do we better
reach children?, but asked the question, "How do we create environ-
ments for children better to reach out to their associates?" John
Bremer has written about the need for society to build educational
structures that encourage students to establish their own learning
purposes, and to choose their own learning experiences to meet those
purposes, and to abandon the practice of schooling for other people's
purposes. According to Bremer, formal education needs to move away
from the transmission of "knowledge" toward helping learners deal with
the storage, organization, retrieval and communication of information.
He writes:
This suggests that the future curriculum must be based on the
skills of communication, skills of organization and management,
and political skills, but not dealt with in a purely academic
fashion. From nursery school on, children must learn to take
some control, some responsibility for their own learning; there
is plenty of evidence to show that they can do it (p. 31).
The Children's Video Theatre added to this body of evidence. In how-
ever small a way, the children of CVT acquired new skills, not just as
a thing to play with, but as part of a mosaic of interconnecting skills
to be used in ways to help them become more active, and interactive,
communicators
.
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CHAPTER IV
A FORMAL EVALUATION
Children, teachers and parents were each administered somewhat
different questionnaires to assess their responses to their involvement
in CVT. The questionnaires were followed by a summative information-
seeking interview with the three participating teachers in the presence
of a neutral third party to explore in greater depth some questions
either raised or not answered by the questionnaire.
The Questionnaires
Through the questionnaires, I attempted to find answers to some
specific and general questions which had been raised during the project
year. No attempt was made to apply a prepared and tested evaluation
scheme to CVT because I could find no such scheme addressing the ques-
tions which concerned me at the time. From a sample of the literature
on the evaluation of educational programs, it was decided to make an
adaptation of an approach suggested by Spencer and Aleamoni (1970,
pp. 209-210) who had reported on a procedure for the evaluation of the
first year of a new, student-run course. Spencer and Aleamoni con-
structed a fifty item questionnaire. Each item was evaluated on a
rating scale using a four point continuum ranging from Strongly Agree
to "Strongly Disagree." Items ranged from highly specific to the very
general. The fifty items were subgrouped according to six factors. It
was estimated that the questionnaire would take between fifteen and
twenty minutes to complete.
The approach reported by Spencer and Aleamoni was considered
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appropriate for CVT because CVT, too, was looking for specific infor-
mation on a previously untried curricular program. In some ways, CVT
faced more complex evaluation problems than did Spencer and Aleamoni.
CVT was dealing with three target constituencies rather than one.
Furthermore, the project attempted to make connections among the three
sets of results.
The intent of all three questionnaires was to gain information on
the perceptions of children, teachers and parents on CVT according to
seven factors: project organization; CVT and the curriculum; level of
understanding of CVT; perceptions on the learning value of CVT to chil-
dren; personal satisfaction derived from association with CVT; level
of actual and desired participation in CVT; and the relationship of
nonparticipating classmates of the CVT children to the project. It was
also intended to compare the perceptions of the three responding parties.
An attempt was made to build into the questionnaire design a means for
determining the extent to which each class of respondent accurately
perceived the attitudes and opinions of their co-respondents.
Three separate questionnaires were developed: the children's
was a fifty item rating scale; the teachers' contained fifty-six items;
and the parents' fifty-one items. Questions ranged from the specific
to the general. The scale used was a five point continuum ranging from
"Strongly Agree" at one end to "Strongly Disagree at the other, with
a mid-point option for registering a neutral, no opinion or "don't
know" response, as shown on Figure 1.
On the children's questionnaire, a few questions were repeated
in negative form as checks against careless responses, a procedure
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I am glad I participated in CVT.
1 1 —1
! |
SA A NL D SD
Figure 1. Five Point Continuum Scale Used in CVT
Questionnaire
suggested by Spencer and Aleamoni. Fewer checks were included in the
parents’ and teachers' questionnaires because of the large number of
items; a significant number of negatively-stated checks would have
created too long an instrument. Even in the children’s instrument, the
small number of negatively worded checks (4) suggests that this particular
strategy was of doubtful value. Certain other questions were worded
negatively, not as a check, but simply to provide a measure of variety.
This caused some confusion in analyzing the results, especially where
the perceptions of one class of respondent assessed through negatively-
worded questions were compared with the perceptions of other classes
assessed through positively-worded questions on the same issue. In
these cases, it was assumed for the sake of analysis that agreement on
a positively-worded question was the equivalent of disagreement on its
negatively-worded equivalent. This assumption is open to challenge.
It would have been easier and more effective to use only simple,
directly-worded, positive questions.
To analyze the results of the questionnaire, the rating scale
was divided into five equal intervals, and treated as an interval mea-
surement in a manner suggested by Morgan and King (1966, pp. 390-391).
Each point on the scale was assigned a value from 1, strongly agree,
through 5, strongly disagree (see Figure 2). The central tendency of
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SA A NL D SD
(Value 1) (Value 2) (Value 3) (Value A) (Value 5)
Figure 2. Value Assignments to Points on the Scale
response to each item was calculated by determining the arithmetic mean
of each set of responses according to the following formula:
M =
EX
N
M = Arithmetic mean
E = The sum of
X = The numerical value of measurement
N - Number of respondents
Thus, if among a total of twelve parents, responses to a particular
item were distributed as follows: six strongly agree, three agree, one
neutral, one disagree, and one strongly disagree. The total value
would be calculated by multiplying the number of responses at each point
on the continuum by the value attached to the appropriate point.
6 Strongly agree (value 1) 6 x 1 = 6
3 Agree (value 2) 3 x 2 = 6
1 Neutral (value 3) 1 X 3=3
1 Disagree (value A) 1 X A = A
1 Strongly disagree (value 5) 1 X 5=5
EX (The sum of the numerical value) 2A
EX
=
2A
N 12
2.0 = Agree
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The central tendency of parental response to this item on the question-
naire would indicate general agreement.
In order to place the central tendency of response on a scale
divided into five equal intervals, the original scale had to be altered
accordingly (see Figure 3).
1*0 1.8 2.6 3.4 4.2 5.0
Figure. 3. Division of the Scale into Equal Intervals
Each of the equal intervals represents a spread of 0.8 points on the
scale; therefore, when the central tendency of response (arithmetic
mean) falls between 1.0 and 1.8, strong agreement is indicated; if it
falls between 1.8 and 2.6, agreement is indicated, and so on.
Limitations of the Questionnaires
Measurements of central tendency reveal nothing about individual
phenomena; they deal only in averages. The questionnaires were used
with such a small and culturally homogeneous sample of the population
that the results could not be generalized to other children, teachers
and parents in other contexts, even if the treatment could be duplicated
with reasonable precision, which is doubtful. Thus the results of the
questionnaires and the conclusions drawn from them, apply only to a
particular project undertaken by particular individuals at a particular
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place and time.
The extremely small sample of teachers raises an even more serious
problem. A central tendency of response is of dubious value when only
three people are responding. Only when there was unanimity of response
on one side of the scale or the other, therefore, could it be said
the teachers as a group felt this or that way about an issue.
Nevertheless, it was felt that the arithmetic mean of the teachers'
responses was of some value, however limited, and their questionnaires
were treated the same as were those of the children and parents. The
interview with the teachers helped somewhat to reduce this methodological
deficiency.
The responses of the parents must be analyzed in light of the
fact that the questionnaire sample is drawn only from among those parents
who had initially given permission for their children to participate in
the project. Therefore, their general disposition to child-created
television, and CVT in particular, would probably be more positive
than that of the general population of Team IV parents.
When central tendencies of response fell at the ends of the con-
tinuum, a fairly straightforward group agreement or disagreement with
an item was indicated. When the group response fell near the neutral
point of the continuum, it could have been the result of one of three
possibilities: a predominance of individual neutral responses, an even
distribution of responses across the continuum, or roughly equal amounts
of agreement and disagreement. If six parents strongly agreed with a
particular item, and the other six strongly disagreed, the central ten-
dency of their combined responses would be 3.0, an arithmetic neutrality,
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but hardly a real one. This problem can only be resolved by consulting
the raw scores which are shown on the questionnaire forms in Appendix C.
Although an effort was made to keep the wording of all question-
naire items simple and straightforward, a few of the questions were
ambiguous. For example, an item on the children's instrument asked two
separate questions in one: "I can learn a lot of valuable things out-
side my classroom, and believe that I should be given more time to do
it." Adherence to the first statement does not necessarily mean adher-
ence to the second, but the question assumes that it does. Even simply-
worded items can have different meanings for different people. For
example, the teachers were given the following item: "I plan to use
video next year in my classroom." Their response could only yield very
limited information. A simple intent on the teachers' part to play one
video cassette in their classroom for the whole of the next year might
suggest a positive response, even though such a use of video was not
what the designer of the questionnaire had in mind. More important is
how videotape will be used, how often, by whom, for what purposes. Such
information could not be gained from the teachers' response on this item.
Questionnaire responses should also be considered in the light
of potential discrepancy between reported attitudes and opinions and
actual behavior. Goodlad and Klein reported grave inconsistencies be-
tween reported adoption of innovative practices and actual observation
of these classrooms by trained observers (see p. ). By the same token,
statements of intent, practice, or opinions should be interpreted only
as statements, not as definite indicators of behavior.
The design of the questionnaire reveals some looseness. On a few
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occasions where questions designed to gauge the accuracy of one group's
perceptions of the attitudes of their co-respondents, there were no
appropriate questions on the co-respondents' instruments to check
against. The questionnaire design also reflects the biases of the
designer, who determined which question to ask on the basis of his sub-
jective perception of events for which he was seeking either conforma-
tion or rejection. Had the teachers, parents or children been asked to
design an instrument to evaluate CVT, the content and method of inquiry
would probably have been rather different. Thus, while the following
presentation of the results of the questionnaire, and the conclusions
drawn therefrom, is less subjective than a straight narration of events
from my point of view, it nonetheless retains a significant degree of
subj ectivity
.
Results of the Questionnaires
Table 1 shows the general responses of parents, teachers and
children to questions on project organization.
Of interest is the general inconclusiveness of the parents'
response. This general neutrality is most likely a result of CVT's
failure to communicate information to the parents on project procedures.
Parent responses on other questions (see Tables 5 and 6) reveal that
this general lack of awareness was not related to a lack of interest in
CVT, suggesting that procedures directed toward a higher level of parental
involvement would have been appropriate.
Apparently, both the teachers and the parents were willing to
ascribe some degree of altruism to the efforts of the CVT staff to launch
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TABLE 1
FACTOR A: PROJECT ORGANIZATION
Parents Teachers Children
(N = 12) (N = 3) (N - 17)
1. The CVT staff ran the project
primarily for their own purposes
rather than for the children. D (3.9) D (4.0)
2. The CVT project children were
selected fairly at the beginning
of the year. NL (2.9) A (1.9)
3. CVT should have involved the
whole classroom rather than
a small, selected group of
children.
4. CVT sessions should have been
better organized.
5. The CVT staff was not strict
enough during sessions in
the studio.
N = Number responding
SA = Strongly agree
A = Agree
NL (2.9) A (2.0) A (2.0)
NL (2.9) A (2.3) A (2.2)
NL (3.2) A (2.0) A (2.4)
NL = Neutral
D = Disagree
SD = Strongly Disagree
SA SD
—
>
4.21.0 1.8 2.6 3.4
5.0
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TABLE 1—Continued
Parents
(N - 12)
Teachers
(N - 3)
Children
(N - 17)
6. Each child got a fair chance to
do every production job he or
she wanted at least once. NL (2.7) A (2.3) A (2.3)
7. The CVT staff made a sincere
effort to cooperate with me. A (2.0)
8. I never felt welcome in the TV
studio during CVT sessions. SD (4.3)
N = Number responding
SA = Strongly agree
A = Agree
NL = Neutral
D = Disagree
SD = Strongly disagree
i i i 1L_j
<— A —
>
<- D -> < SD —>
1.0 1.8 2.6 3.4 4.2 5.0
and supervise a child-created television project. This item was included
because on two separate occasions, children reported that their parents
had said the project was nothing more than a vehicle for my doctoral
degree. The raw results on this item did not confirm this.
The children's and teachers' responses on items 4 and 5 of Table
1 confirm the feeling of the CVT staff which developed over the
project
year that the CVT sessions ought to have been better organized.
They
also indicate that a greater degree of staff strictness might
have been
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desirable. The children responded this way in spite of the project’s
progressive introduction of tighter curricular structures. Perhaps what
the children were calling for in their apparent inclination for a
greater degree of strictness was greater firmness on the part of the
CVT staff; a greater certainty about the day-to-day behavior and produc-
tion expectations for the children and a more determined insistence that
the expectations be met. It is interesting to note that while the
children desired tighter organization and strictness, they did not
agree that the CVT staff should assume responsibility for generating
ideas for production (see Table 2, item 13). While the project's efforts
to establish a tighter framework of objectives and activities for the
CVT sessions were steps in the right direction, it appears that more
ought to have been done. However, the whole issue of organizational
structure of the CVT sessions would be meaningless in the context of a
project which operated within the general organizational framework of
the host classroom. In such a case, the general procedures of classroom
management would apply to the project.
The children agreed that the procedures used to select them at
the beginning of the year were fair. Parents expressed no opinion on
this question and the teachers were not asked because they had done the
selecting, and it was assumed that they thought their procedures fair.
The children registering general approval of the initial project selec-
tion procedures were drawn from a biased sample; tne fact that they were
happy to have been selected (see Table V, item 2) might have influenced
their perception of the justice done to them in the selection process.
The children also appeared to feel that they had been justly
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TABLE 2
FACTOR B: CVT AND THE CURRICULUM
Parents
(N = 12)
Teachers
(N = 3)
Children
(N = 17)
1 . Television and video production
is an important part of the
curriculum in today's school. A (2.4) A (2.0) A (2.0)
2. Children who do poorly in their
regular school work should not
be allowed to participate in
CVT. D (3.5) SD (4.7) D (3.6)
3. Child-created television is a
useful vehicle for learning
other things. SA (1.7) A (2.0)
4. CVT helped the children in their
regular schoolwork. NL (2.7) D (4.0) NL (3.1)
5. CVT took too much time away from
regular schoolwork. D (3.6) A (2.3) D (4.0)
6. CVT was as important to me as
was the regular schoolwork. NL (2.9) D (3.6) A (2.0)
7. CVT was significantly related
to the regular classroom cur-
riculum. D (3.5) NL (3.3) NL (3.3)
N = Number responding
SA = Strongly agree
A = Agree
NL = Neutral
D = Disagree
SD = Strongly disagree
'I L
SA -e- A —
^
< NL > < D SD
1.0 1.8 2.6 3.4 4.2 5.0
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TABLE 2—Continued
Parents Teachers Children
(N = 12) (N =3) (N = 17)
8. CVT should have been more
closely related to the regular
school curriculum.
9. CVT ought to be a part of the
Team IV curriculum next year.
(Wording of teacher's question:
I would gladly participate in
CVT next year if given the
choice.
)
10. I hope that the current CVT
children participate in CVT
or a similar project next
year.
11. Children should be given more
time to engage in learning
experiences outside the tradi-
tional classroom than is
presently the case.
12. More effort should have been
made to involve the community
in CVT activities.
A (2.4) A (2.0) NL (3.0)
A (2.0) NL (3.0) SA (1.5)
SA (1.7) A (2.3) SA (1.6)
A (2.5) SA (1.7)
NL (2.8) A (2.3)
N = Number responding
SA = Strongly agree
A = Agree
NL = Neutral
D = Disagree
SD = Strongly disagree
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TABLE 2
—Continued
Parents
(N = 12)
Teachers
(N = 3)
Children
(N = 17)
13. Ideas for production of CVT
television programs should be
generated by the children. A (2.2) A (2.0)
14. Children controlled the selec-
tion of program content in CVT. A (2.5)
15. The process of learning the skills
associated with television produc-
tion is more important than the
quality of the final product. SA (1.7) SA (1.7) A (2.2)
16. The production of programs for
cable TV broadcast made CVT more
important to the children than
would otherwise have been the
case. A (2.1) NL (2.7) NL (3.0)
N = Number responding
SA = Strongly agree
A = Agree
NL = Neutral
D = Disagree
SD = Strongly disagree
1 1L 1 J j
SA —
^
NL =» D > < SD ^
1.0 1.8 2.6 3.4 4.2 5.0
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treated in the division of CVT labor. This result is a little surpris—
ing because the imposition of staff authority in this regard often met
with complaint. Toward the end of the project year, the staff exercised
this authority with increasing firmness. It seems that in the impassion-
ate moment of completing a questionnaire, the children were able to
accept the judgements of the staff who always tried to be fair. This
is consistent with the children's desire for a tighter organization and
a firmer direction of activities on the staff's part, indicating that
the immediate behavior of some was not representative of the retro-
spective opinion of the group.
The CVT children and their teachers agreed that participation
in the project should have included all the children in each classroom
rather than the core group which constituted CVT. This response on the
children's part is in keeping with the CVT experience. On repeated
occasions, they solicited the involvement of their non-CVT classmates.
Four of the six cable TV productions featured some degree of involvement
of non-CVT children. The children's strong desire for the participation
of their peers was probably no more than an outgrowth of their normal
peer social relationships. The teachers' unanimous agreement on this
question is a little more puzzling. It was mistakenly assumed by the
project staff that if the teachers were reluctant to release curriculum
time to some of their children for participation in CVT, they would be
adamant in their opposition to releasing time for their entire class-
rooms. Perhaps the teachers felt that the involvement of their whole
classrooms would have diffused across a much wider spectrum of children
the intensity of involvement which characterized CVT. However,
the
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involvement of all the Team IV children would have required a far more
integrative project-classroom relationship, and more active collabora-
tion between teachers and project personnel. The responsibility for the
CVT curriculum would have had to be mutual.
The results of the last two items on Table 1 were surprising.
The teachers report that they felt a sincere effort had been made by the
CVT staff to cooperate, and they strongly disagreed with the notion that
they felt unwelcome in the TV studio during the CVT sessions. These
results are not consistent with the project staff’s perceptions based
on daily experience. The staff, as suggested earlier, felt as though
they were interlopers in the Team IV classrooms. The results on item
7 suggest, however, that the project staff may have been too sensitive
to the perceived unfriendliness of one teacher, and generalized the
perception to include all three classrooms. The teachers' response on
item 8 indicates that their persistent absence from the television
studio was not a result of their feeling unwelcome. It was probably
due more to a low priority put on CVT in relation to other classroom
concerns ; on occasion, each of the teachers had responded to specific
invitations to the studio with the statement that they "did not have
the time."
In any case, the responses on items 7 and 8 indicate that the
project staff might have been too quick to ascribe negative teacher
attitudes to events that were open to other interpretations. The staff s
possible misunderstanding suggests that mechanisms should have been
established both prior to and during implementation to openly
discuss
and resolve the feelings of all concerned.
166
In general, the legitimacy and importance of child-created
television as a part of the elementary school curriculum is recognized
by parents, teachers and children, all of whom indicated agreement on
item 1 of Table 2. The teachers did not, however, attribute as much
importance to CVT in particular as they did to their other curricular
activities (item 6). This may have been due to a variety of factors;
it is easier to recognize the importance of a new practice in the ab-
stract than it is to make the behavior accommodations required to put
the abstract recognition into practice. Alternatively, the CVT project
in particular might not have been viewed as an effective or desirable
means for adding child-created television to the Team IV curriculum;
there are no clear indications about this one way or the other, however.
Because the project was the full responsibility of outsiders, the teach-
ers put it on a lower priority than the activities for which they were
directly responsible. The opinion of the parents on this question was
evenly distributed, and the children, not surprisingly, appeared to
give the project a priority equal to that of their other schoolwork.
Teachers agree that child-created television is a useful vehicle
for other types of learning (item 3) . Yet they did not feel that CV1
helped the participating pupils with their regular schoolwork (item 4).
While they registered neutrality about whether or not CVT activities had
been related to the regular curriculum (item 7) , they indicated that
the project should have been more closely related to the regular curricu-
lum (item 8) . These responses pose an interesting problem. On the
one hand, the value of child-created television as a vehicle for general
learning is recognized. It is also felt that the project should have
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been more closely related to classroom activities. On the other hand,
teachers indicate the CVT took too much time away from the children's
regular schoolwork (item 5) . This apparent inconsistency again
points up a problem of implementation. If the teachers' responses on
item 2 can be taxen at face value, then there were no major attitudinal
obstacles to a successful implementation of CVT. That the project was
perceived as a burden indicates that the teachers had not been sufficiently
helped in finding ways to advance their own curricular goals through
child-created television.
Parents were in accord with the teachers in recognizing the
potential contribution of child-created television to general learning
goals. Neither they nor their children, on the other hand, felt that
CVT intruded excessively on the regular curriculum. Even so, neither
the children nor the parents agreed that CVT was related to the regular
curriculum or that it helped the children in their regular schoolwork.
Parents felt as the teachers did, that there ought to have been a
stronger CVT-Team IV curricular connection.
There appeared to be some consensus that CVT was a sufficiently
worthwhile experiment to warrant its continuation another year (item
9)
. Parents agreed that CVT should continue as part of the Team IV
curriculum beyond 1972-73, and children strongly agreed. The teachers
were neutral, but at least did not disagree. They did indicate a wish,
however, that the CVT children would have the opportunity to continue
their CVT activities—or similar activities—the following year (item
10)
. Parents and children strongly agreed. Unfortunately, it appears
in retrospect that the Team IV children have not had the opportunity to
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continue these activities, which supports the arguments that future
implementation schemes should span several years, moving up in grade
levels from year to year, and make provision for continuation after
implementation in each classroom.
Parents and children disagreed that children who do poorly in
their regular schoolwork should not be permitted to participate in
CVT activities (item 3). The teachers strongly disagreed, which is
somewhat surprising in view of the fact that two of them selected their
participating children partly on the basis of good performance in their
regular schoolwork. This appears to be quite out of line with their
strong disagreement on item 3. The possibility of different interpre-
tations of the item on the questionnaire arises. In the teachers' minds
"being behind" in schoolwork might mean something different from "doing
poorly" in schoolwork. The project staff might have been wise to
devote substantial energy to working with the Team IV teachers on
strategies for using child-created television to help children with
learning problems.
The questionnaire results appear to support the idea that there
is a legitimate place for the community in a child-created television
project. Parents agree and children strongly agree that more time
should be devoted to learning beyond the school walls (item 11).
Unfortunately, teachers were not asked. The teachers did agree, how-
ever, that the project should have made more effort to involve the
community in CVT activities (item 12). Exactly what, in concrete terms,
the teachers meant by community involvement the questionnaire results
do not reveal. A number of possibilities present themselves. The
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Amherst community is rich in the human resources that could have been
used to extend the activities of the project to areas that CVT did not
explore: dance, theater, community action, commerce, the graphic arts,
and others. Such people could have been invited to work in the studio
with groups of children. Alternatively, the portapak could have been
put to even greater and more systematic use than it was as a vehicle
through which children could physically reach out from their classrooms
into the community. Thus, community could be used both within and out-
side the physical classroom context; there appeared to be a general
sentiment among teachers, parents and children in favor of such involve-
ment. It is here that strategies could be developed that would promote
parental and community involvement simultaneously. Parents could be
invited not only to make their own contributions, but also to help
project personnel and teachers identify other useful community resources.
Both the parents and the children agreed that children should
exercise initiative in determining the content of their television pro-
ductions (item 13). Although the teachers’ questionnaire did not contain
an item on this issue, they endorsed the notion of child control from
time to time throughout the year, and occasionally expressed doubt that
children were exercising enough of it. However, the children appeared
to be satisfied that they exercised some degree of control over pro-
duction content (item 14). The experience of the project , while not
denying the desirability of child initiative in the determination of
program content, suggests a need for adult initiative as well. Adults
bring to a learning situation a set of experiences and proficiencies
that might lead the children toward production experiences that would
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not have occurred to them if left entirely to their own devices. These
possibilities should be accounted for, but not so much that they dampen
the initiative of the children. A delicate balance is needed within
which the initiative of the children can flourish and be brought to
fruition at the same time as opportunities are provided for them to
benefit from the experience of adults.
The final two items on Table 2 are particularly interesting.
While it is not particularly surprising that all three responding
parties agree that the learning process of CVT is more important than
the quality of the final products, the strength of the agreement
(children agree, parents and teachers strongly agree) suggests that
CVT placed too much emphasis on churning out television productions
and too little on television's learning potential. The neutrality of
the reactions of both teachers (all of whom viewed each cablecast pro-
gram at least once) and children on the question of the importance of
Cable TV broadcasts to the children further supports the conclusion
that this facet of project activities could be put on a lower priority.
Only the parents appear to believe that the cablecasts were of signifi-
cant importance to the children. A lower priority of cablecasting
activities does not suggest, however, that they be eliminated altogether.
The central tendency of child response on item 16 indicates that cable-
casting did not appear to matter to the children; a look at the raw
scores shows, however, that of the seventeen responding children, almost
half (8) agreed that cablecasting was important. Project activities
should allow for the cablecasting of children's productions, but only
for those who wish to use television in this way.
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TABLE 3
FACTOR C: LEVEL OF UNDERSTANDING OF CVT
Parents Teachers Children
(N = 12) (N = 3) (N = 17)
1.
CVT goals were made clear to me at
the beginning of the project. D (4.0) NL (3.0)
2. Goals set by CVT staff were
largely achieved. NL (3.1) NL (2.7)
3. Not enough effort was made by CVT
staff to keep me informed about
project throughout the year. A (2.2) D (4.0)
4.
I never knew what sort of work my
child was doing during CVT ses-
sions. D (3.4)
5.
I never knew what was expected of
me during the CVT sessions. D (3.7)
N = Number responding
SA = Strongly agree
A = Agree
NL = Neutral
D = Disagree
SD = Strongly disagree
1.0 1.8 2.6 3.4 4.2
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CVT was weak in communicating its objectives and procedures to
parents, according to the first and third items on Table 3. This
result was not surprising because the project had set up very little
direct communication with parents, outside of an end-of-the-year gather-
ing of staff, parents and children. The high level of parent interest
in CVT (see Table 4, item 4) suggests that energy might profitably
have been directed toward getting them more involved. The parents’
response on item 2 is not surprising. They could not have known if
CVT goals had been met, not knowing what they were. The fact that
parents disagreed with item 4, "I never knew what sort of work my child
was doing during CVT sessions," indicates that the children discussed
their own personal experiences with reasonable frequency, but said
little about the project in general.
Although the teachers did not disagree that CVT goals had been
made clear to them at the outset, neither did they agree, again indicat-
ing less than satisfactory performance on the project’s part. The
teachers' uncertainty about whether or not CVT had met its goals rein-
forces this point. That the teachers appear to have recognized the
project's efforts to keep them informed of project activities throughout
the year is gratifying because the project staff tried very hard,
especially at the beginning of the year. The project's efforts, however,
did not prevent misunderstanding between the staff and the teachers,
indicating that these efforts, though recognized, might have been more
carefully considered and applied.
The teachers' neutrality on the question of whether they under-
stood CVT goals or felt the goals had been met again raises the issues
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of teacher participation and clear articulation of project goals prior
to implementation. An effective process for teacher selection and
se^^~se^ec^^on into CVT would have included counseling about initial
project goals and proposed procedures. The selected teachers would
have participated in subsequent goal-setting activities, and been very
much responsible for the development of procedures in their own class-
rooms.
CVT appeared to enjoy more success in conveying its more immediate
objectives to the children. It would be reasonable to attribute the
children's response on item 5 to the progressively greater efforts of
the CVT staff to establish expectations for each project session. Had
these efforts been strongly in effect from the beginning of the project
year, the children’s response might have affirmed even more emphatically
their awareness of what was expected of them.
Despite the fact that CVT's usefulness in helping children with
their regular schoolwork is in doubt (item 6, Table ) there appears to
be a strong consensus among parents, teachers, and children that the
project was of general learning value, according to the results shown
on item 1. On the more specific questions, all three parties agreed
that CVT met one of its important objectives in successfully providing
an environment in which children could master the technical skills of
television production.
Parents and children strongly agreed (teachers were neutral) that
the children's CVT experience helped them learn about TV production in
general. On this question, unfortunately, the questionnaire result does
not provide very good information. Parents and children may think that
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TABLE 4
FACTOR D: LEARNING VALUE OF CVT TO CHILDREN
Parents Teachers Children
(N = 12) (N =3) (N = 17)
1. Learning resulted from participa-
tion in CVT. SA (1.4) SA (1.7)
2. Children learned how to produce
a television program from exper-
ience in CVT. A (2.3) A (2.3) A (2.0)
3. Children learned more about how
commercial TV programs are made as
a result of experience in CVT. SA (1.4) NL (2.6) SA (1.6)
4.
CVT was useful in fostering the
skills of group cooperation among
participating children. A (2.0) NL (3.0)
5. All CVT was good for was to give
children practice in messing around
with TV equipment. D (4.1) D (4.0) SD (4.6)
6. CVT helped the children in their
regular schoolwork. NL (2.7) D (4.0) NL (3.1)
N = Number responding
SA = Strongly agree
A = Agree
NL = Neutral
D = Disagree
SD = Strongly disagree
1 1 1 l -1
1
1 . - — » .
:
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>
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significant learning about commercial television production took place
from CVT, and they may be right, but there can be no certainty without
more specific testing. There are countless things to know about com-
mercial television; which ones did CVT help the children learn? There
were never any project activities expressly directed toward teaching
children about commercial broadcasting. It is not unreasonable to
suppose that there are some parallels between television production
in a small local studio and production in a commercial studio, and that
the children made some defensible generalizations from one to the other,
but this cannot be known.
The CVT staff believed that the interactive nature of television
studio production would contribute to learning skills of group coopera-
tion among the children. None of the teachers registered an opinion on
this question, but then, none of them ever observed the interactive
process in progress during a CVT studio session. They apparently
observed no carry-over behaviors in their daily relationships with the
children that they could attribute to CVT. The parents agreed that CVT
was useful in fostering skills of group cooperation, although it is not
known on what they base their agreement. Certainly, the questionnaire
results fail to show conclusive positive evidence on this question,
partly because "group cooperation skills" are not specified.
Apparently neither parents nor teachers suspected that CVT
consisted only of aimless tinkering with television equipment, and the
children overwhelmingly rejected this notion. While it appears that
consensus of opinion regarding the learning value of CVT is reasonably
consistent with the project staff's conclusion from direct experience,
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the questionnaire results (see also Table 2) confirm that one of the
most important goals of the project, namely the promotion of children's
achievement of some of the learning objectives of the regular Team IV
curriculum, was not met. The reasons have already been discussed.
The project could not hope to contribute significantly to the achieve-
ment of Team IV curriculum goals when it had not secured for itself a
firm foothold in that curriculum.
It was important to the project staff that the children should
enjoy their CVT experiences. The questionnaire results on Table 5
indicate that this hope was amply realized. Not only did the children
strongly indicate that they derived satisfaction from their participa-
tion in CVT (items 2 and 4) , but they also strongly agreed that CVT
made school more enjoyable for them (item 5), and indicated, at least,
that the project did not become less satisfactory to them as the year
progressed (item 6). Finally, they strongly agreed that they would
like to be involved in CVT, or a similar project, another year.
A source of personal satisfaction to me was the children's strong
sense of satisfaction that they had done their work well (item 8) . Their
expressed sense of achievement was as close as the project came to
gaining information about the effect of CVT on the children and self-
esteem. While it would be wrong to conclude from the children's sense
of satisfaction with their work that their self-esteem had improved,
the positive relationship between self-esteem and achievement is well
known.
The children expressed general, but not so strong a sense of
satisfaction with the programs they had produced for cable TV (item 7).
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TABLE 5
FACTOR E: PERSONAL SATISFACTION DERIVED
FROM ASSOCIATION WITH CVT
Parents Teachers Children
(N = 12) (N =3) (N = 17)
1. I had high hopes at the beginning
of the year that CVT would be a pro-
ductive addition to the classroom. A (2.0)
2. I am glad that the project children
participated in CVT. SA (1.6) NL (2.7) SA (1.3)
3. I am glad that I was a partici-
pating CVT teacher. NL (2.7)
4. Participation in CVT was fun. SA (1.2)
5.
CVT made school more enjoyable
for me. SA (1.6)
6. I became less enthusiastic about
CVT as the year progressed. NL (3.3) D (3.6)
7. I am not satisfied with the quality
of television programs produced in
CVT. D (3.9) NL (3.3) D (3.9)
N = Number responding
SA = Strongly agree
A = Agree
NL = Neutral
D = Disagree
SD = Strongly disagree
!
1 1
< SA — <— D > — sd —
>
1.0 1.8 ' .2.6 3.4 4.2
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TABLE 5—Continued
Parents Teachers Children
(N = 12) (N = 3) (N = 17)
8.
I am satisfied that I have done my
jobs in CVT well. SA (1.7)
9.
The programs produced by the CVT
children improved throughout the
year. A (2.3) SA (1.7) A (2.5)
10. I was proud of the television
programs produced in CVT for
Cable TV. A (2.1)
11. I am now better able to use video
in my teaching than I was at the
beginning of the year. D (4.0)
12. I hope that the current CVT
children will participate in CVT
or a similar project next year. SA (1.7) A (2.3) SA (1.6)
3
I would gladly participate in
CVT next year if given the
choice. NL (3.0)
N = Number responding
SA = Strongly agree
A = Agree
NL = Neutral
D = Disagree
SD = Strongly disagree
SA <-
1.0 1.8 2.6 3.4 4.2 5.0
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They indicated pride in their products, and appeared to see an improve-
ment in the quality of work throughout the year (items 9 and 10). In
spite of the children’s neutrality regarding the importance of cable
television broadcasts in the curriculum (see Table 2, item 6), these
results support the argument that future similar projects should not
eliminate the cable TV component entirely. They do appear to provide a
sense of pride and personal and group achievement.
The sense of satisfaction the teachers derived from CVT was
minimal, which could have been predicted from project experience. The
results seem to suggest a case of unmet professional and personal hope.
Although the teachers were unanimous in their agreement that they had
possessed high hopes for CVT at the beginning of the school year, in
retrospect, they neither agreed nor disagreed that they were glad to have
participated or that they had become more enthusiastic about the project
throughout the year. All three teachers registered neutrality about
their desire to participate in CVT another year.
The teachers unanimously rejected the notion that their own
professional skills had increased through their participation in the
project. The child-centeredness of the project’s organizational frame-
work, which has been extensively discussed, militated against any hope
of effective teacher training through CVT.
It became evident from the retrospective interview with the
teachers that they felt they already knew how to use video in their
classrooms. From their point of view, what CVT was doing with the
children was something that they could have done themselves, had they
had the time, which suggests that CVT might have done better to work
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with a different set of teachers. If, at the outset, the Team IV
teachers really felt they had nothing to learn, the project was wasting
its time as far as teacher training was concerned. If they were, in
fact, proficient in the use of video in their classrooms, but actively
chose not to use it for "lack of time," then CVT was also wasting its
time in terms of a long-range impact on the Team IV curriculum; the
withdrawal of CVT personnel and other resources would simply result in
a return to the pre-project classroom equilibrium.
The teachers were apparently neither satisfied nor dissatisfied
with the quality of the cable television programs, even though all
three teachers watched all or most of the productions; a surprising
neutrality in view of their strong agreement that the quality of the
programs had improved during the year. Perhaps if the teachers had not
observed such a degree of improvement, their overall response to the
quality of the production would have been negative or strongly negative.
A very modest sense of personal teacher satisfaction could, per-
haps, be inferred from the mild satisfaction they expressed on behalf
of the children’s participation. They expressed a general hope that
the CVT children would participate in child-created television activ-
ities the following year (two agree, one disagree on item 12) , but
were indifferent about the children’s participation during the project
year (one agree, two neutral on item 2). As for themselves, they
appeared to be completely indifferent about participating in CVT again.
It seems evident from the combined results on Table 6, and from the
events surrounding the initial selection of teachers, that the project
ought to have taken the trouble to seek and select more receptive host
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TABLE 6
FACTOR F: LEVEL OF ACTUAL AND DESIRED
PARTICIPATION IN CVT
Parents Teachers Children
(N = 12) (N =3) (N = 17)
1. I have regularly watched the CVT
programs on Cable TV.
a) whole group (N = 12) NL (2.7)
Parents:
b) group whose homes
are wired for Cable
TV (N = 7) A (2.0)
c) group whose homes
are not wired for
Cable TV (N =5) D (3.7)
Teachers: None had Cable TV at
home, but all had access
to CVT broadcasts during
school hours. SA (1.7)
2. My participation in CVT at the
beginning of the year was entirely
voluntary. SA (1.7)
N = Number responding
SA = Strongly agree
A = Agree
NL = Neutral
D = Disagree
SD = Strongly disagree
1.0 1.8 2.6 3.4 4.2
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TABLE 6—Continued
Parents Teachers Children
(N = 12) (N =3) (N = 17)
3. I have told the children that I
have been pleased with their
productions. SA (1.7) A (2.3)
4. I would have liked to attend
a CVT session. SA (1.7)
5. I did what I could to make CVT
staff welcome in my classroom. A (2.0)
6. I plan to use video next year in
my classroom. A (2.3)
N = Number responding
SA = Strongly agree
A = Agree
NL = Neutral
D = Disagree
SD = Strongly disagree
>
:
5.0
teachers and, once selected, should have devoted substantial energy to
establishing a good program of teacher support, training, and curriculum
integration.
The information on parent satisfaction is sketchy. Their lack
of direct involvement in CVT affairs suggests that any degree of personal
satisfaction from their association would have to have been vicariously
<; SA NL- D SD
1.0 1.8 2.6 3.4 4.2
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derived through their children. Nevertheless, the results such as
they are, are not discouraging. Parents strongly agreed that they were
glad that their children had participated in the project, and expressed
the strong hope that their children would continue their experience
with child-created television. On the question of the quality of the
cable TV productions, the parents indicated satisfaction both with the
general quality of work and that the quality had improved throughout
the year . These results reinforce the conclusion drawn earlier that
the expressed enthusiasm of parents might have been translated into the
productive and active involvement in project affairs.
As a group, the parents appeared to be rather indifferent about
viewing CVT programs on cable television, but a closer analysis of the
results for item 1 of Table 6 shows that those parents whose homes
were wired to the local cable TV system responded affirmatively; those
whose homes were not responded negatively. It would have been difficult
for parents without cable television to make arrangements to go regu-
larly to friends' houses to watch CVT broadcasts. Unfortunately, the
wording of the question is ambiguous, so the information value of the
parents' response on this item is questionable. "Regular" viewing
could have meant different things to different parents.
While only seven parents indicated that they were "regular"
viewers, there was strong general agreement that they had told their
children they had been pleased with the CVT productions, indicating
that most of the parents had seen at least some of the shows. Indeed,
the twelve parents who attended the end-of-the-year CVT parents event
viewed video replays of parts of two productions. The parents appeared
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to present a slightly more enthusiastic face to their children on the
question of program quality than what they actually believed. They
agreed, but not strongly, that they were satisfied with the quality of
CVT programs (item 7, Table 5).
Parents strongly agreed that they would have liked to attend a
CVT session. Had the project staff been aware of this high level of
parent interest, specific invitations to project sessions would have
been issued. The problem of parent-project communication was raised
earlier in this paper. It appeared that the most diplomatic channel
of communication was through the Team IV teachers, but the unsatisfactory
communication between teachers and staff prevented an extension of
communication through the teachers to the parents. In retrospect, it
appears that the CVT staff should have taken some initiative in com-
municating directly with parents, informing the teachers of these
initiatives, but not depending on them for the transmission of messages.
The teachers' strong agreement that their initial participation
in CVT had been entirely voluntary was in stark contrast to my own per-
sonal perception. At the project's outset, it appeared that only one
teacher had volunteered entirely of his own free will. The participa-
tion of the other two teachers appears to have resulted from the
identification of CVT as a Team IV project, and, as co-teachers in Team
IV, they were expected to participate, just as CVT was expected to
include them. This inconsistency is difficult to explain, especially
with regard to one of the teachers. Perhaps she willingly agreed to
participate, not fully aware of the project's expectations and, after
becoming more aware through experience, had second thoughts which were
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not openly communicated.
The teachers strongly agreed that they had been regular viewers
of the CVT programs. Each of the cable TV broadcasts was slotted into
two school time periods. Usually, the CVT staff made some arrangement
with the Team IV teachers so that they and their whole classes could
view the cablecasts. Thus, the fact that none of the teachers' homes
was hooked into the Amherst cable television system did not prevent
their viewing the children's programs. There seems to be a general
consensus among the teachers that they conveyed to the children their
satisfaction with the CVT productions (two agree, one neutral), but
the children indicated that their perception of the teachers' level of
satisfaction with the production was indifferent. Apparently, the
message did not get across.
Although the teachers generally agreed that they intend to
continue using video in their classrooms after the termination of CVT,
the wording of the question is such that the information yielded is of
little value. It is not possible to tell how or how often this inten-
tion is to be carried out. According to the coordinator of CVT's
successor project in Mark's Meadow, no CVT-type activities were under-
taken in Team IV during the 1973-74 school year in the two classrooms
where the original CVT teachers returned. Thus, the teachers' stated
intention appears to be at odds with subsequent events, assuming that
the teachers interpreted item 5 to mean that they intended to use video
in the way CVT did.
The apparent lack of child-created television activity in the
1973-74 Team IV curriculum can be attributed in part to the general
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inaccessibility of television production equipment after the departure
of the CVT resources. The teachers were not trained to use the School
of Education TV studio, which was difficult to schedule in any case, and
Mark's Meadow School owned no portapaks. If the teachers intended to
make significant use of video in their classroom, the conditions of
equipment availability did not encourage it. This points up a serious
implementation problem. The initial agreement should have ensured the
long-term viability of the curriculum innovation; CVT negotiated only
for its own short-term objectives.
The two items on Table 7 were intended to obtain information on
the quality of the relationship between the project and the nonpartici-
pating Team IV children, but they revealed as much about the discrepancy
in perception between the teachers and the children. The teachers did
not think that there was much interest in CVT affairs on the part of the
other children, but the children appeared to think differently. The
experience of the project personnel would tend to support the children's
perception. It was not unusual for staff members to be encountered by
nonparticipating Team IV children with questions about project activ-
ities and requests for permission to become involved. In addition to
this, there was never a dearth of part-time contributors among the
other Team IV children, as four of the six cable TV productions demon-
strated.
There was also a divergence, of opinion on the question of non-
participant jealousy toward the CVT children. The teachers felt that
there was no jealousy (one neutral, two disagree), while the childien
seemed, as a group, to feel that there was. Again, the
children's
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TABLE 7
FACTOR G: RELATIONSHIP OF NON-CVT TEAM IV
CHILDREN TO CVT
Parents Teachers Children
(N = 12) (N = 3) (N = 17)
1 . The non-CVT classmates of the
participating children generally
showed interest in the project. NL (3.3) A (2.2)
2. Some jealousy on the part of
non-CVT kids was displayed
toward the project children. D (3.6) A (2.3)
N = Number responding
SA = Strongly agree
A = Agree
NL = Neutral
D = Disagree
SD = Strongly disagree
1 1 1 1 __j i
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perceptions are probably more to be trusted because any jealousy dis-
played would have been directed toward them, most likely away from
teacher surveillance. The results seem to indicate that while the
interest and jealousy of the non-CVT children was probably not over-
whelming, both existed to a degree that was observable to the children.
The responses on Table 7 support the contention that projects of
this nature, which appear to be enjoyable and to have good learning
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potential should not arbitrarily deny the participation of a majority
of pupils in favor of the creation of an elite group of participants.
If CVT provided useful learning opportunities for the participating
children, there is no reason to believe that the same benefits could
not have been derived by the whole group. Teachers and children both
appeared to believe that the participation of whole classrooms rather
than small groups in project activities was desirable (item 3, Table 1).
A future project should be planned on the basis of full participation.
Tables 8, 9, and 10 outline the extent to which parents, children,
and teachers accurately judged each other's beliefs and attitudes about
the project. On the tables, each item is worded in terms of the group
of people whose perceptions are being checked. If, for example, the
parents' perceptions of the children's attitudes are being checked, the
item on Table 8 would be worded "My child thought CVT was fun." The
corresponding question on the children's questionnaire would be "I_
thought CVT was fun," or words to that effect. On the few occasions
where wording of two questions on a particular issue differed to a
significant degree, the wording of the second question is shown follow-
ing the wording of the first, and is numbered the same as the first but
carries the suffix "a" (e.g.
,
10 and 10a).
The first nine items on Table 8 show an almost uncanny degree of
consistency between the parents' perceptions of their children's feel-
ings and the children's own reported feelings. On eight of the nine
items the parents' perceptions were an exact reflection of what the
children reported. This extremely high level of consistency suggests
that the children and their parents discussed CVT enough for the parents
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to have developed a very clear perception of their children's feelings
about the project. It also suggests that the feelings communicated by
the children to their parents accurately reflected true feelings, and
that the parents were interested enough in the project to find out how
their children felt.
The parents perceptions about the teachers' feelings also coin-
cided closely with the teachers' own reports. However, checks could
be made on only three items. The teachers' neutrality on the questions
of the children's participation (unfortunately, item 10 and 10a show
two somewhat different questions) and the teachers' approval of the
cable TV programs produced by the CVT children were matched by neutral
responses on the parents' parts. This could mean either that the
teachers' neutrality was accurately perceived by the parents or that
the parents themselves had no opinion. In either case, it could
reasonably be suspected that the level of communication between parents
and teachers on CVT was limited. There was a minor discrepancy on
one item. While the teachers reported that they felt CVT to be too
time-consuming vis-a-vis the regular Team IV curriculum, the parents
were either not aware of the teachers' opinion on this question, or
erroneously perceived that the teachers were neutral.
As the parents' responses on other clusters of questions indi-
cated, their highly accurate perception of their children's feelings
about CVT suggest a level of interest that might have been turned into
active participation in the project. Such active participation might
have helped not only to allay the teachers' often stated concern that
parents were upset about CVT's time demands on the Team IV curriculum,
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but also to contribute to a higher level of communication between
parents and teachers and to a greater teacher recognition of CVT's
curricular legitimacy.
Table 9, which compares the teachers’ perceptions with the
reported feelings of children and parents, indicates that the teachers
had a reasonably accurate view of the children’s attitudes, but generally
underestimated their positive feeling about CVT. Of the five items
designed to determine the degree of satisfaction derived from CVT by
the children (items 1, 2, 3, 4, 8) the children strongly agreed on
three of them whereas the teachers only agreed. On the remaining two
items, both teachers and children agreed. The children strongly agreed
that they had learned something from CVT; the teachers simply agreed
that the children felt they had learned. Of particular significance
is the disparity between the teachers' feeling about the children’s
attitude toward the time demands of CVT in relation to their regular
school work and what the children actually reported (item 7). The
teachers unanimously agreed that the children felt that CVT was taking
too much time, whereas, the children disagreed. A similar contrast
shows up when teachers' perceptions about parents' feelings concerning
the time demands of CVT are compared with reported feelings. The raw
results do show that some individual parents were concerned, but this
concern was not widespread. This again highlights the need for those
responsible for curricular innovations to establish structures to
encourage communication among all classes of participants. Had the
Team IV teachers accurately assessed the general parental feeling about
the time demands of CVT, their levels of anxiety might have been somewhat
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reduced.
Table 10 compares the children's perceptions of the teachers'
and parents' feelings with their reported feelings. In the light of
the results shown on Tables 8 and 9, the results on Table 10 are not
surprising. On items 1 through 5, the children perceived their parents'
attitudes almost exactly as the parents reported them. Only on item
2, "My parents are pleased with the shows I helped produce," is there
a slight discrepancy, but this is explained by the fact that while the
parents simply agree that they were pleased, they report strong agree-
ment that they told the children they were pleased, as the children
perceived. As suggested in the discussion on the results of Table 8,
there was probably considerable discussion and understanding between
children and parents on CVT.
There is also some consistency between the children's percep-
tions of their teachers' feelings and reported teacher feelings on the
three items tested (items 6, 7, and 8), but this consistency centers on
neutral responses which, again, makes the results hard to interpret.
Did the children accurately perceive neutral teacher attitudes or did
they simply not know? A glance at item 8 would support the latter
alternative. The children disagree that they often discussed CVT
matters with their teachers while the teachers register neutrality (see
also item 9, Table 9). It is reasonable to conclude that there was
little communication about CVT between the teachers and the children;
probably neither had much of an idea about what the other was thinking.
The perceived apathy of the teachers toward CVT might have pre-
sented problems for the children; they would probably have functioned
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more effectively and comfortably in a situation where the enthusiastic
endorsement and participation of the homeroom teachers was readily
apparent
.
The Interview and Its Limitations
Following the administration of the questionnaire, a brief
interview was conducted between the three teachers and myself with a
third party present to chair and direct the discussion. Unfortunately,
the conditions under which the interview was held did not encourage a
deep exploration of the issues. In the first place the teachers were
so pressed for time that there was less than thirty minutes for discus-
sion. Thus, it was difficult to know which issues to explore because
only a few could even be touched upon, let alone probed in depth.
Secondly, the interviewing process might have profited from the presence
of a person specifically trained in interviewing techniques. The
project might, in fact, have reaped significant benefit from a series
of interviews throughout the year. Such interviews might not only have
promoted the open exchange of opinion and feeling between teachers and
the project staff, but also have encouraged a cycle of diagnosis and
evaluation of the curriculum, and the effects of teacher-staff rela-
tions on it. The utility of the interview had another limitation.
Although one of its purposes was to fill in information gaps that the
questionnaires had not been able to fill, only a cursory examination of
the questionnaire results could be managed before the interview took
place.
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Results of the Interview
As the teachers indicated on their questionnaires, it was
suggested that there ought to have been a stronger relationship between
CVT activities and the regular Team IV curriculum. One teacher cited
as an example a curriculum suggestion she had made that allegedly had
never been followed up by the CVT staff. On some deeper probing, this
teacher agreed that the conditions under which CVT came to operate did
not make the establishment of curricular relationships easy. She
reaffirmed what the questionnaire results showed, that CVT was per-
ceived as excessively time-consuming, and that the bi-weekly sessions
in the TV studio represented all the time that she and her pupils could
afford
.
Another teacher expressed a feeling that the CVT staff had not
made a sufficient effort to involve themselves in the classroom activ-
ities of Team IV. When she was asked how such involvement could have
been possible in view of the fact that it had been mutually agreed in
November that the CVT staff should stay out of the Team IV classrooms,
she replied that it would have been all right for the CVT staff to visit
from time to time simply to participate in activities that were already
going on. This was the first time that such a sentiment had been ex-
pressed, and appears to contradict the November agreement.
This issue was explored a little further, and revealed some
ambivalence on the teachers* parts. It was pointed out that the
teachers had unanimously indicated on the questionnaire that they had
done what they could to make the CVT personnel welcome in their class-
rooms, but that the unanimous perception of the CVT staff had been
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quite the opposite; and furthermore, that it was hard to understand
the teachers' questionnaire response in view of the fact that for
two-thirds of the project year, the staff were more or less exiled from
the classrooms. The teachers held to the position that, as far as they
were concerned, they had always welcomed CVT personnel, but in another
part of the conversation, two of them agreed that they had found the
P^ssence of CVT people disruptive and unwelcome. The interview
terminated before this question could be probed any further.
•In keeping with their responses on the questionnaire, all three
teachers indicated that their participation in CVT had been entirely
voluntary, but agreed that the events surrounding project start-up
had been confusing. It was pointed out to the teachers that the pro-
ject staff's perception of their behavior had persuaded them that not
all of the teachers' participation had been enthusiastically volunteered.
The teachers felt that the problem lay with the CVT staff's perceptions;
not with their own behavior. Whichever point of view was correct, a
fundamental problem of communication was again raised but not resolved.
Given that the teachers had voluntarily participated in CVT,
their remarks on their expectations for the project at the beginning
of the year are interesting. Apparently, all expectations were on the
behalf of the participating children, which helps explain the fact
that they never involved themselves in the activities of the project.
They had felt at the beginning of the year that television production
would be a good activity for some of the children who were having
learning difficulties with their regular curricular activities. One
teacher mentioned the potential she saw of child-created television
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for "mechanically-inclined" children. Another teacher admitted that
he had been aware of a whole range of learning possibilities outside
of mechanical skills, but the pressures of time had prohibited him
from working closely with the project to translate this general aware-
ness into specific curricular activities.
When asked if they themselves had expected to increase their
own professional repertoires from their participation in the project,
they indicated that they had not. The teachers felt that there was
nothing more to learn from CVT. It appears that the two Team IV
teachers who had been employed by Mark's Meadow prior to the beginning
of CVT had had some experience with microteaching before the imple-
mentation of CVT, but had not used video with their children. The
attitude of the two Mark's Meadow veterans is reflected in the follow-
ing quotation of a teacher taken from Eiccholz and Rogers' study on the
rejection of media utilization techniques by elementary school teachers.
I never use a tape recorder . .
.
just don't use it, that's
all. Might be very helpful in speech. I can run it, but
we don't have the time . . . Let's be honest about it, we don't
have time to do everything we want to do with the children.
By the time we get through teaching what we have to teach,
there is not too much time left for extras (1964, p. 306).
If the Team IV teachers volunteered their participation in CVT, it is
likely that they viewed this association as a highly limited one-year
commitment, rather than as a continuing commitment to adopt child-
created television as part of the curricular life of the classroom.
All three teachers admitted that the project was of some bene-
fit to the children's learning, although there was some variation in
opinion about the nature of the learning they felt had taken place.
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They all appeared to feel that the children had mastered the tech-
nical skills of television production and had learned about the pro-
cesses of broadcast television. There was general agreement that
child-created television provided alternative learning opportunities
of some value, especially for "mechanically-minded" or "slow" children.
One teacher offered the suggestion that the project had helped the
children in other respects. She said that she had noticed an increase
in the ability of one of her children to function cooperatively in
social situations, and that another child appeared to be more self-
assured than she had been at the beginning of the year. Although she
did not attribute these benefits to CVT, she allowed that the project
might have made a contribution. These observations were the most
gratifying part of the interview. Despite the various learning bene-
fits acknowledged, all three teachers expressed their concern that CVT
had been too time-consuming. One teacher made the distinction, as she
often had in the past, between CVT and what the children "had to do."
There was little question in the teachers' minds that the
project children had enjoyed their experience in CVT. One teacher
pointed out, however, that some of the children in her classroom had
soured on the project and withdrawn of their own accords.
As they indicated on their questionnaires, the teachers re-
affirmed the pressure they felt from parents on the subject of the time
demanded by CVT. Unfortunately, this question was not investigated in
depth. It would have been interesting to see whether the teachers felt
this to have been a general parent concern, or just the concern of a
few. At the time of the interview, the results of the parents'
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questionnaires were not yet in my hands, so it was not possible to
discuss the teachers' concern in the light of the parents' responses.
There was no time to discuss other issues or to probe the
issues described above in greater depth. During the interview, the
teachers did agree that they saw little point in associating them-
selves with CVT for another year, even though they registered neutral-
ity on this point in the questionnaire. As we have seen, subsequent
events have shown that neither the Team IV teachers nor the CVT children
have pursued the use of video in their teaching and learning. It
appears that neither the desire of the teachers to continue nor the
resources available to them were enough to ensure the continuation of
child-created television in their classrooms.
A Summative Analysis of the Interview
The inappropriate selection of the teachers to participate in
the CVT project has been cited repeatedly throughout this dissertation.
The interview supports this contention. As Project Director, I did not
make absolutely clear to the teachers my expectations for the project,
in terms both of the curriculum for the children and level and quality
of teacher participation. Furthermore, the teachers' expectations of
the project were not accurately assessed in advance. These mutual
expectations, openly expressed, ought to have been part of the criteria
for the selection of the teachers. Selection might have been based
partly on the degree to which the expectations of the teachers and myself
could be made compatible. Prior to implementation, a negotiated des-
cription of project expectations, mutually endorsed by teachers and
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the project, should have been established so that the implementation
activities could be planned from a baseline that all participants under-
stood and accepted. The conditions surrounding implementation made it
impossible for any such negotiation to occur for all but one of the
teachers. Even in that one case, however, the negotiation of the terms
of implementation was altogether too brief and vague. It is reasonable
to conclude from the interview results that the initial expectations of
project and teachers were sufficiently at odds that a decision to imple-
ment CVT in Team IV should not have been made.
The interview revealed that the initial, pre-implementation
failure to communicate did not abate during implementation. For
example, it was not known until the interview why one teacher stopped
suggesting extensions to CVT from her curricular activities. Finding
this out after the termination of the project was not very helpful,
and points out the critical need for the open communication of feelings
of all parties to an innovation.
It can be assumed that the concern expressed by the teachers
about the time demands of the project were more than mere complaints
of disaffection. Mahan feels that curriculum innovations be preceded
by consultation involving teachers, outside agents and administrators
on curricular priorities in relation to the innovation. I would
suggest that these consultations continue regularly throughout the
implementation to deal with new problems and to revise prior agreements
in the light of new needs. There is no doubt that a child-created
television project takes a substantial amount of time. The curricula
into which such a project is to be integrated is already completely
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booked," so it appears that something must be given up if television
production is to be introduced. The consulting role of the outside
agent, however, is not so much to help the teacher determine what
should be given up as it is to mutually explore ways in which child-
created television can be used to enrich some of the existing curricular
needs, in different ways and at different times for different children.
This is why the agent should take care to present television produc-
tion more as a vehicle for learning than as production for production's
sake alone. Naturally it will create some of its own time demands,
but these need not be excessive if a mutually collaborating team of
V
teachers and outside agents continually focus their efforts on finding
ways for television to enrich rather than exclude the existing curricu-
lum.
The indication from the teachers that child-created television
would not continue in Team IV was disappointing, but simply confirmed
all the other indications for the prospects of CVT's survival in its
original location. Measures that might have been taken to better
ensure the continuation of the project have already been discussed
extensively.
The conclusions I have drawn from both the questionnaires and
the interview are tentative and somewhat personal. With minor excep-
tions, however, they appear to be generally consistent with the exper-
iential analysis of the project presented in Chapters III and V.
211
CHAPTER V
ANALYSIS OF IMPLEMENTATION
.
The characteristics of a new curriculum are determined by many
factors. its content, the attitudes and skills of the teachers who
implement it, the characteristics of the pupils and, not least, the
procedures that are used by the implementing personnel to introduce the
curriculum to the classroom. The latter is especially true when the
agents of innovation are outsiders, as was the case with the Children's
Video Theatre. The implementation procedures, then, become part of
the curriculum, affecting its substance in observable and sometimes
dramatic ways. The following retrospective analysis of the project
shows that some of CVT's implementation procedures adversely affected
the achievement of certain curriculum goals. It now appears that more
thoughtful attention to the innovation process prior to classroom
implementation would have helped the curriculum. That such attention
was not given at the time is due to the fact that project events them-
selves prompted the thinking which is reflected in this chapter. In
the case of CVT, it was necessary to raise questions about educational
change through the creation of a change project in order to recognize
the questions and try to answer them.
Implementation Strategies
Curriculum innovations occur at various levels. The Children's
Video Theatre was strictly a classroom innovation; neither the other
classes at Mark's Meadow School nor other schools in the system were
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involved, except indirectly. The adopting "system" to which Miles
refers, then, was a team of three vertically grouped classrooms with
children who would have been in the fifth and sixth grades in a graded
classroom. This team of classrooms was called Team IV. Although
Team IV was vertically grouped and formally structured to operate as
an integrated set of classrooms, each class came under the responsi-
bility of an individual teacher and appeared to operate as a self-
contained unit. There were no permanent walls separating the three
rooms, but the temporary dividers (movable blackboards, furniture,
etc.) which separated them were rarely moved. There was an observable
integrity to each room, with limited spontaneous pupil or teacher
traffic between them. The team teaching consisted mainly of regular
curriculum planning and discussion, led by the head Team IV teacher,
but did not include significant interaction among teachers and pupils.
The Children’s Video Theatre was a process innovation; it
attempted to discover new approaches to learning through media; it
did not promote the use of an externally prepared product or program.
Accordingly, specific goals and objectives were kept to a minimum so
that CVT would be a collaborative experiment from which experiences
would evolve and be recorded. At the time of implementation, there
were few reports of similar child-created television experiences on
which to draw suggestions for curriculum goals and procedures. Thus,
one of CVT’s goals was to build, document and disseminate information
on its activities so that subsequent attempts could proceed from a
stronger information base.
The rational-empirical strategy of implementation (see pages
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88 - 89) more closely approximated the CVT strategy than any other.
At the time, I was certain that the documented experience of Kideo
Video would be so persuasive that the implementing teachers would not
be able to resist participating. In retrospect, however, it can be
seen that the project goals were not made clear, the projected cur-
riculum scenarios were general and vague, and little was said about the
classroom time the project would demand. The results of this looseness
can be seen in the following, more detailed account of the implementa-
tion history.
Mahan has suggested that the first stage in implementing new
curriculum projects should be the establishment of contractual govern-
ing conditions clearly outlining the respective rights and responsibil-
ities of all parties. CVT came to some loose agreements with the
Mark’s Meadow School principal, the head Team IV teacher, and the
system's Director of Instructional Media Services. These agreements,
however, were not put in writing, and the understanding among the
various parties was not uniform.
My perception of the agreement concluded between me and Mark's
Meadow in June, 1972 was that CVT would be operating in the classroom
of the head Team IV teacher only. This perception remained intact until
a few days before the first project session with the children when I
discovered that the principal intended that all three Team IV class-
rooms were to be involved. I decided to proceed as the principal wished.
As a result of this misunderstanding, I had made no effort to contact
the other two teachers in that Team to explain the project or to secure
their agreement to participate. These two teachers had, like me, not
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been aware that their classrooms would be involved in CVT, and they
appeared to have been given little or no opportunity to opt out. Thus,
the project began on a misunderstanding. The CVT staff was suddenly
faced with the prospect of dealing with three teachers instead of one,
two of whom were quite demonstrably unenthusiastic from the outset.
From this point, relations between the staff and the teachers deterior-
ated. In November, events came to a head at an explosive teacher-CVT
staff meeting during which the mutual decision was made to discontinue
the practice of working with the children in their classrooms outside
of formal project sessions (see pages 196 — 108 for description of the
o^i-Sinal implementation agreement). This decision helped reduce the
level of tension, but it also helped defeat the project's opportunity
of effecting close connections between CVT and the classroom curricula
which was, unfortunately, one of its main goals.
Free and well-planned negotiations conducted well in advance of
implementation might not only have helped avoid tension, they might
also have prevented other more fundamental misunderstandings, one of
which was indicated in one teacher's expressed feeling that the project
was one of many distracting "out of school" activities, "separate from
school, but not learning."
The change literature emphasizes that curriculum innovations
should be attempted only if there is an active teacher commitment to
participate. The project could have benefitted from more time and
effort to secure such a commitment before work in the classroom began.
The head Team IV teacher first heard about CVT when I briefly visited
him in his classroom in early June, 1972 to invite his participation.
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He was told that approval had already been cleared with the school
principal. The teacher indicated that the idea of the project sounded
interesting, but that he needed more information and time to think
about it before coming to a decision. Accordingly, some descriptive
n^terial on the former Kideo Video project (see pages 100 - 1Q5) was
left with him. The next meeting with this teacher, about a week later,
was held in the principal’s office with the principal present. At
this meeting, lasting no more than forty-five minutes, the principal
reaffirmed his endorsement of the project, and all three parties agreed
that CVT would proceed in that Team IV classroom. Although the teacher
accepted the project, he did so with an observable lack of commitment
partly because, as he later explained, he was asked in June, the busiest
time of the year, to give serious consideration to the adoption of a
major new program in his classroom the following fall. No other formal
meetings or correspondence were conducted prior to classroom imple-
mentation in September. Had the importance of teacher acceptance been
fully understood while negotiations were in progress, the participating
teachers might have been more judiciously selected. They might also
have been given more information on the goals of the proposed project,
rather than Kideo Video, been given a real opportunity to decide
whether or not to participate based on adequate information, and been
more heavily involved in planning for classroom implementation.
In accepting CVT as a Mark's Meadow School project, the principal
asked that written, parental permission be secured for each child’s
participation. In agreeing with this condition, I felt that it was
conducive to creating a perception of CVT as an integral and fully
not
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legitimate part of the Team IV curriculum. It was strongly held by
the CVT staff that child-created television should be perceived by all
parties involved as an activity necessary for the development of impor-
tant, basic visual communication skills, and that this perception
would be reflected in status accorded to the project in the curricular
priorities of Team IV. Asking parents to make what ought to have been
a professional decision contributed to a perception of CVT as an extra-
curricular activity infringing on curricular time.
As the governing conditions were being negotiated, a more sub-
stantial commitment of material resources to the project would have
been helpful. The resources available from outside Mark's Meadow
consisted of equipment and materials owned by the School of PZducation
and a quarter time assistantship
. Almost all staff work time was for
university credit alone. Mark's Meadow supplied a modest supply of
one inch videotape, which could be used only in the studio, and access
to standard curriculum supplies. These combined resources, while
helpful, were not enough to launch a project of CVT's scope. A local
system's philosophical commitment to an Innovative program is often
reflected by its financial commitment. Mahan suggests that "when a new
curriculum costs the local school district little, several problems may
occur: a less vigorous selection process for the innovation, an un-
healthy dependency on the outside agency, minimal teacher-training and
equipment replacement funds, or a lack of a plan for assuming full
fiscal support of the program" (p. 148). Many of these problems were
experienced, to varying degrees, by CVT.
Funds for teacher and staff training, for salaries, for equipment.
217
supplies and resources, for research and development, and for admin-
istrative and clerical help would have greatly aided the project. Under
the arrangement that existed, as Project Director, I not only assumed
major responsibility for the project curriculum, but also for adminis-
tering the project, developing relationships between CVT and other
interested people, and record-keeping. The alternative to undertaking
this modestly-supported effort, however, would have been not to do it
Despite the difficulties, the benefits of the project as a
growth experience for the kids and the student staff members were
such that a failure to implement would have been most unfortunate.
The critical need for teacher training and preparation in the
implementation scheme of a new curriculum is well recognized in the
change literature. Summer workshops can acquaint adopting teachers
with the equipment and materials they will be expected to use and
engage them in activities similar to those the project children will
be expected to experience. They also introduce teachers to members of
the outside agency who will be involved in implementation. There was
no such summer program for the Team IV teachers, none of whom had had
much prior experience with television production. Prior to the first
CVT session with the children, project orientation for the teachers
was limited to a brief session in the television studio which offered
only a cursory introduction to the mechanics of production. CVT's
history confirmed Mahan's perception that "A brief in-service workshop
prior to the introduction of a new curriculum is rarely enough to pro-
duce classroom experts" (p. 152).
The implementation agreement did not provide for an active role
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to be played by the principal. It sought from him only his endorsement
and the material resources mentioned earlier, both of which he granted.
At the time, the focus of the project on the children and their activ-
ities obscured the potentially important role of the principal in a
curriculum innovation. Haller (1971) suggests that the principal should
be centrally involved in all implementation decisions and procedures
in the school, including active participation in in-service training
and some teaching of the project curriculum. This is consistent with
the common British open education phenomenon of the teaching headmaster.
CVT, however, did not seek to have the Mark's Meadow principal help
administer the project or participate in any of its instructional
activities.
Because CVT was implemented in a single school rather than
system-wide, little effort was made to involve central office personnel
in developing or providing resources for the project. As we have seen,
the school system's Director of Instructional Media Services was
involved in arranging for the local cablecasting of the children's
productions (see page 107), but this involvement was not substantive.
A more powerful role for central office personnel, even for this one-
school project, could possibly have helped compensate for the dearth of
available resources and given a greater degree of project legitimacy
in the eyes of all participants.
Staffing the project in preparation for implementation in the
classroom presented certain difficulties. Just as teachers need orien-
tation to project materials and procedures, so do staff. This need was
intensified by the fact that CVT was not funded to hire staff and had
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to rely on recruitments of graduate and undergraduate students on a
work-for-credit basis. As a result, there was virtually no project
staff just prior to classroom implementation. University registration
procedures do not allow for serious counselling and screening in select-
ing students for courses; therefore, aside from minimal counselling,
CVT staff were selected on a first-come, first-served basis. Most
of them had had little or no experience either in teaching or in tele-
vision production, thus the orientation problems were similar to those
facing the Team IV teachers. The staff training program consisted of
a hands-on training session in the studio, only slightly longer than
that for the teachers. The staff did not have the opportunity to get
to know the teachers with whom they would be working, and they could
only become superficially familiar with the project goals and procedures.
Although training and preparation of various school system
personnel for involvement in CVT could have been improved, the project
did take care to see that other important resources were in place.
Arrangements had been made for the School of Education TV studio to be
available to CVT on a regular schedule, and the support of the School
of Education technical staff had also been arranged. Curriculum sup-
plies were available from Mark's Meadow, and final arrangements had
been made through the school system for the regular cablecasting of the
programs produced by the children.
The success of a curriculum project depends not only on the
adequate preparation of personnel, but also on the provision of con-
tinuing support mechanisms. Ideally, the project training and support
program continues at regularly scheduled intervals throughout
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implementation, and communications mechanisms are established so that
implementing personnel share concerns and perceptions about the qual-
ity of their participation. It is equally important for the material
resources needed to conduct project activities to be readily accessible
to the adopting teachers throughout the implementation period. Special
supplies, equipment, resource materials for teachers and children
should be available with a minimum of fuss, as should consultant help
on demand.
The early orientation session for the teachers was not followed
by any formal training during the school year. This did not entirely
result from a lack of planning; there was very little apparent teacher
interest in having project workshops, so the matter was not pressed.
It had been hoped that the teachers' skills would develop as a result
of their participation in the CVT sessions in the studio with the chil-
dren, but no clear arrangements had been made for their presence at
these sessions. The idea of release time had been raised with the
principal during the preliminary negotiations, but he did not feel
that this was necessary because the teachers were able to leave their
classrooms in the hands of their undergraduate teacher interns during
the CVT sessions if they wished. The teachers did not feel comfortable
doing this, however, and, partly for this reason, rarely showed up.
The project placed too much direct emphasis on the child and not
enough on the teachers. Laybourne and his colleagues encountered a
similar problem in their media project in the Mamaroneck, New York
public school system (see pages 69 - 72). Laybourne writes:
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Our jobs were to help teachers, to be resources to the
teachers as they transferred what skills and ideas we might
be able to give them with activities within their class-
rooms and with their students. What was beginning to
happen, however, was that in some classes we were being
called on to take over the teaching process. We were
working with children more and more, with teachers less
and less (p. 16 ).
The Mamaroneck project, at least, intended to focus most of its efforts
on the teachers. CVT did not; it was structured to work primarily with
the children and only indirectly with the teachers. In retrospect, it is
not surprising that the teachers were not highly interested in coming
to the project sessions.
The provision of other assistance supports might have been
helpful. Because most of the project activities were conducted away
from the host classrooms, the Team IV teachers rarely had the oppor-
tunity to observe or model the teaching of the CVT curriculum. Except
for Quincy Bent's visit at the end of the school year, no resource
people were brought to the project to demonstrate special techniques
in television production with children. Even Bent's session was not
attended by any of the teachers. Few arrangements were made for the
provision of printed or nonprint curriculum or professional resource
materials on child-created television for the teachers, mainly because
there was so little apparent interest. Unfortunately, at the time of
the project, the field was neither replete with these types of re-
sources, nor was there a budget to pay stipends or expenses for resource
people. Nevertheless, more attention might have been concentrated on
creating and delivering a good teacher training and support program.
The project initially made considerable effort to establish
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information exchange channels with the Team IV teachers. Two communi-
cations vehicles were established: occasional after-school meetings
and regular bi-weekly newsletters distributed by the CVT staff. The
main purposes of the meetings were to involve the teachers in sub-
stantive discussions about CVT and its potential connection with the
Team IV curriculum and to promote the sharing of concerns and grievances
about the project. The meetings did not produce their desired
effect, partly because they were called at a time when everybody pres-
ent was tired and anxious to wrap the day's events. They might have
been more effective had they been placed within a release time struc-
ture that would also have included in-service training and consultation.
The newsletters were mainly one-way information devices to keep the
teachers up-to-date on project activities. Although it had been
hoped that they would elicit feedback on curricular matters, this
response did not occur either. The regular distribution of the news-
letters was discontinued by Christmas because they did not appear to
be of interest to the teachers.
There is substantial emphasis in the change literature on the
need for moderately paced, selective curriculum change. Smith and
Keith, for example, urge that innovation be limited to one grade level
per year. The experience of Kideo Video persuaded me that implementa-
tion at the fifth or sixth grade levels would be the most appropriate
for CVT. This opinion was motivated more by my feeling for the develop-
mental level of children than by the need for a smooth implementation
process. Children of this age level have well-developed motor capaci-
ties, and their general level of sophistication and knowledge allows
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them to move very easily into the techniques and application of tele-
vision production. The decision to implement at this level was a good
decision. As we have seen, the project children were able to over-
come their initial confusion and develop ease and competence in their
performance. Implementation in one of the Team IV classrooms rather
than all three, as had been my original intention, might have created
a more manageable situation for the project staff, given the con-
straints on available resources.
A significant measure of an innovation’s ultimate effective-
ness is determined by whether or not it survives after the outside
resources are gone. Marsh suggests that an implementation period
should span a number of years because it takes longer than a year for
implementing teachers to acquire the skills and internalize the behaviors
that are necessary to assure that the innovation will be maintained
over a longer period of time. Furthermore, the possibility of teacher
turnover in the implementing classrooms has to be considered in light
of the local resources required to ensure the maintenance of change
through yearly changes of personnel. It is particularly important to
identify and train "inside agents," as suggested by Crandall and others,
if the new curriculum is to continue over the years. Inside agents
drawn from among the initially innovating team of teachers can help to
initiate school-wide and system-wide change. The training, resources,
and professional time for these inside personnel ultimately becomes the
responsibility of the local school system.
For CVT
,
the only inside agents available were the three Team IV
teachers whose instructional repertoires had not been changed by their
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experience with the project, largely because of the heavy CVT focus
on the children. Furthermore, the teachers did not receive any train-
ing to prepare them for a subsequent inside agency role. Even if such
training had been conducted, the resources required to support them
in performing this role would have been difficult to secure under the
conditions of the initial implementation agreement.
CVT was a one-year project and structured accordingly. So much
concern was devoted to the needs of the first year that the resources
required for the continuation of the project were not given enough
thought. Nonetheless, CVT has continued in another Mark's Meadow
classroom, and there is some evidence that child—created television is
spreading to other elementary schools in the Amherst sytem. Through-
out and since the project year, much thought has been given to the
manner in which CVT was implemented in Mark's Meadow and the ways in
which a future curriculum implementation scheme could improve upon
CVT's experience. The results of this thinking appears in the opening
section of the final chapter, which proposes implementation strategies
and a curriculum for a new child-created television project.
Effects of Implementation on the Curriculum
The manner in which the Children's Video Theatre was imple-
mented and the nature of the implementation agreement affected the
project curriculum in ways that are now fairly clear. Some of these
effects were inimical to the goal that the project curriculum should
be as consistent with open education practices as possible.
It was planned at the outset of the project that most of the work
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with the children would be undertaken in the School of Education studio
Indeed, the lack of any other space specifically assigned to the pro-
ject provided little alternative. By itself, work in the studio was
not a problem, but the fact that the studio was identified as the
center of project activities was a problem. Because CVT was not a
part of the physical environment of the classroom, it was difficult to
integrate project with curriculum activities. Indeed, the November
agreement to terminate all project work in the host classrooms made it
virtually impossible for the staff even to observe classroom events
and draw connections between them and the CVT curriculum. The only
continuing association between CVT and Team IV was provided by the
fact that the same children were enrolled in both. The mentality
associated with this physical arrangement was that the project, which
was owned by the CVT staff and sponsored by an outside agency,
"borrowed" the children who were taken away from their regular school-
work for discrete periods of time.
The initial heavy emphasis on the studio not only contributed
to separation of the project from the Team IV curriculum, it also
tended to discourage the expansion of activities beyond very limited
physical boundaries to other nonclassroom areas and the community. As
we have seen, however, the introduction of the portapak created much
more flexibility in the use of space.
The positive role of the studio in the scheme of project
activities, however, should not be ignored. Not only was it a valuable
resource to the project, CVT could not have functioned without it. In
the early stages of implementation, however, it was too heavily
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emphasized, to the detriment of establishing CVT as a classroom pro-
ject.
The implementation plan affected the use of materials and
other resources. It was intended that the curriculum materials used
in the classroom would provide a nucleus around which some of the
project activities could be organized. The initial ideal had been
that a symbiosis would evolve between the CVT staff and the teachers,
each with a unique set of skills and materials, that would result in
the professional growth of each and improved learning opportunities for
children. The establishment of any such connection was limited by the
separation of the project from the classroom; therefore, the range of
learning materials used in the project was pretty well circumscribed
by the contributions of the project staff. It appears as though the
identification of the project with the television studio influenced the
teachers’ thinking about materials. The project was viewed primarily
in terms of TV production hardware and reels of videotape, rather than
as a project fitting into a broader scheme of resource utilization of
which television production material was only a part. The project
staff never resolved this particular problem with any notable success;
the occasional utilization of classroom resources usually resulted from
the suggestions of the children.
The implementation plan called for the regular cablecasting of
the children’s production. It seems as though this heavy emphasis
created an undue orientation on product and tended to restrict experi-
mentation. Although the role of cable television in the children’s
work had many positive aspects, the tight production schedule tended
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to promote repetitive and unvarying approaches to the use of the
equipment and material. There was a marked tendency toward doing
interviews, talk shows," or television newsmagazines; this was a
common criticism of the children’s tapes by outside observers (see
pages 143 - 144). The possibility of using television in such new
and imaginative ways as those suggested by Quincy Bent was reduced
by the time that was spent on production for future presentation.
The arrangement concluded between the school and the project
called for uniform, prearranged units of time to be used for project
work. Because CVT was slotted into two short weekly sessions, it was
hard for the children to make significant decisions about when they
would do production work; the decision had already been made. The
best the children could do was to decide when to work on CVT affairs
between sessions during free moments in their classrooms. They could
also exercise some choice in how they would spend their time within
the rather narrow constraints of the ninety-minute CVT sessions.
Brown and Precious feel that children should have whatever time
they need to pursue activities in whatever depth they need. Within
the time framework of the Children's Video Theatre, in-depth activ-
ities were not impossible, but they took a very long time to complete
because they were broken up by the long stretches of time between
project sessions. Projects which might have taken days to complete in
a normal classroom took months in CVT. Furthermore, the time demands
of each production was determined more by broadcast needs than by the
learning needs of the children. On the other hand, since it was ini-
tially assumed that all participating children would attend all
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sessions for the full ninety minutes, there were times during the early
sessions when some children stood around doing nothing. Fortunately,
the agreement was renegotiated and children began coming to the CVT
sessions only when there was work for them to do. The project staff
also introduced other time utilization practices which allowed a greater
degree of flexibility in the tight project, schedule that had been the
case at the beginning of the year (see pages 124 - 133)
.
Because CVT intended at the outset that the project should play
a legitimate role in the Team IV curriculum, there was an initial
reluctance to work with the children after school hours. It was felt
that doing so would be an admission that CVT was, in our eyes, extra-
curricular. Open educators feel, however, that learning is not cir-
cumscribed by the hours of the curriculum any more than it is by the
physical boundaries of the classroom. It soon became evident that this
restriction could be maintained only at a considerable cost to the
potential variety of learning opportunities available to the children.
Because it became clear that CVT was perceived as extracurricular in
the teachers’ minds in any case, the restriction was dropped, much to
the advantage of the project curriculum, as Pete’s case history (see
pages 110 - 111) demonstrates.
The implementation plan posed certain problems for grouping
the children. I had decided, before implementation, that the best
number of children for the project was about fifteen, a number deter-
mined by the task needs of television production: one child per studio
production job, plus four or five for nontechnical work. It was hoped
that this core group would become teacher-producers who would, over time
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facilitate the involvement not only of their Team IV classmates but
also of the other Mark's Meadow children in child-created television.
Such a scheme was to have helped diffuse the project outward from the
original fifteen to a much larger school community. Under the pre-
vailing circumstances, however, there was too little natural interaction
between project and nonproject children. The creation of such a small
group tended to encourage the kids outside the project to view the CVT
children as an exclusive group, a situation which did not encourage
diffusion and sharing.
During the first meetings with the head Team IV teacher in June,
I had requested a reasonably even mix of children according to sex,
scholastic performance, and behavioral characteristics. It was also
felt that the Team IV children should be able to select themselves in
or out of the project as they wished, within the limits of the project's
capacity. As it happened, however, the children were not given as much
choice as we had hoped. In the first place, with the involvement of
three classrooms instead of one, we were drawing from a much larger
pool of children than we had originally expected. Secondly, parents
were asked to screen some children out. Roughly half of the ninety
Team IV parents granted permission for their children to participate.
It was agreed with the head Team IV teacher that selection from the
approved group of children would be made at random. In his classroom,
it was. In the other two classes, however, children were selected on
the basis of the teacher's personal judgement. These two teachers never
made completely clear the criteria they used for making their judge-
ments, but it appeared that children were allowed into the project if
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they were doing well in their other school work, which was disturbing
because I strongly felt that the children who could benefit the most
from child-created television were precisely those who were having
difficulty in other curricular areas. As a result, some Team IV
children were excluded from the project who wanted to be in, and the
final group was not so diverse as I had hoped.
There is much discussion among open educators about the need
for children to set their own goals and plan their own learning ex-
periences to meet these goals. The goal-setting role played by the
CVT children has been extensively discussed in Chapter III. However,
my early thinking in this area and its effects on some of the first
project sessions bears some further discussion. I had hoped that the
project children would assume the major responsibility for the organiza-
tion and content of their own productions. Because the Mark's Meadow
School had the reputation of being in the forefront of open education,
I made the easy assumption that all the project children would come to
the project as fully developed, responsible decision-makers. I quickly
discovered that this was not the case, and that I had ignored two impor-
tant facotrs: not all children are alike, regardless of prior school-
ing; and the prior schooling for some of the project children had not
been as open as I had presumed. During the first month of the project,
therefore, not enough attention was given to helping the children
develop the decision-making and organizational skills they needed.
The resulting confusion during the first few sessions persuaded my
staff and me that we would have to take on more of the goal-setting
responsibilities ourselves and create a more orderly atmosphere in
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which the children could learn to do the same. A more accurate assess-
ment of this situation would have been helped by the systematic obser-
vation of, or even participation in, the Team IV classrooms before
the beginning of the project.
I also miscalculated the speed and ease with which the children
would pick up the basic television production skills. The School of
Education studio was more cumbersome and complex for the children than
I had assumed. (The speed with which the various groups of Kideo Video
children had learned to use the much simpler portapaks created unreal-
istic expectations on my part.) I now believe that a more orderly and
carefully—sequenced introduction to TV production, beginning with the
single camera portapak and gradually working up to the more complex
studio, would have been a better way to introduce television production
to the CVT children.
The uniqueness of video as a vehicle for behavior and performance
feedback was recognized by the CVT staff who developed a variety of
useful evaluation techniques for the project curriculum (see pages 140 -
141 ). The brevity of the CVT sessions, however, made it difficult to
take full advantage of video’s capacity to replay the children’s work
immediately after it was performed. There was seldom enough time to
undertake production activities, play them back, and reflect on them
within a ninety-minute time frame. As a result, playback and analysis
often had to wait for subsequent sessions, by which time the all-
important factor of immediacy had been lost. A more flexible time
arrangement would have reduced this problem.
The CVT staff recruitment procedures cited earlier (see pages
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218 - 219) posed certain problems for the curriculum. Because orien-
tation prior to implementation had been virtually nonexistent and some
of the staff members were very inexperienced, the staff was not always
able to interact skillfully with the teachers or among themselves.
Early in the project, frequent interpersonal problems arose; for instance
one staff member was extremely intolerant of the practices of another.
She voluntarily and amicably left CVT, but had time in the summer been
available for staff members to get to know one another, the problem
might have been resolved in a different way. Another pair of staffers
visited one of the project classrooms early in the year to work with
some CVT children outside of the formal sessions and removed five
children from the room without informing or asking permission of the
teacher. The teacher was not pleased. While a pre-implementation
orientation program might not have prevented these difficulties, it
could have provided the opportunity for teachers and staff to build
relationships and to put such incidents as these in a more trusting and
tolerant framework.
Under the hasty staff recruitment conditions, it was hard at
first for individuals to function together in a goal-directed manner.
This problem decreased steadily throughout the first semester as staff
became more comfortable not only with one another, but also with teach-
ing and with television production. It took until December,
however,
for the staff to come together as a unit. At that time,
due to the
nature of the university course structure, three staff
members left the
project to take other courses. Thus, much on-the-job training was
lost
Fortunately, the remaining staff was sufficiently
comfortable with
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project procedures that the three new replacements were introduced to
CVT with relative ease. It would have been preferable, however, to
have had full year commitments to the project from all staff members in
September. Under the circumstances, it was not possible for CVT to
make this a condition for joining the staff; on a work-for-credit basis,
very few people would have signed up.
The parents of the CVT children could and should have played a
much greater role in the project activities (see pages 144 - 145).
That this role was not greater is partly attributable to the conditions
of implementation. The project was removed from the point at which
most contact is made between parents and the school: the child's
classroom. The result was extremely little direct communication between
the project and the parents. The CVT staff did not feel comfortable
about taking the initiative in contacting parents because doing so, it
was felt, would have circumvented agreed upon channels of communication.
(No formal agreement was ever made to conduct all communication with
the parents through the teachers, but it was made clear during informal
conversations that this was expected.) Since the quality of staff-
teacher communication left something to be desired, effective communi-
cation with parents was discouraged. Whether or not the staff should
have gone ahead and contacted the parents in spite of the teachers
feelings is not really the issue; contact would have been much better
assured had CVT been a functioning part of the host classrooms.
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Concluding Note
From the first week of implementation to the end of the project
year, considerable effort was directed toward undoing some of the nega-
tive effects of the original implementation plan. Although the unfor-
tunate implications of some of the implementation arrangements are
clear in retrospect, many of them resulted from choices which at the
time seemed reasonable. For example, it was felt that the regular
cablecasting of children’s productions would be beneficial to their
self-esteem, would provide some extra motivation to produce-, and make
project activities appear more legitimate and real. Studio production
was emphasized because the project staff wished to move away from the
portapak work which characterized Kideo Video. The availability of
one-inch rather than half-inch videotape at the beginning of the project
gave a practical impetus to the use of the studio. The lack of clearly
stated project goals and proposed procedures was not simply an over-
sight. It was firmly believed that much of the project’s value was
its experimental nature, and that events should be permitted to evolve
spontaneously outside of a framework of specifically stated goals.
It is now reasonably certain that a more smoothly operated
project would have developed from a more carefully selected site and
a more committed group of teachers. A good training and support pro-
gram for all participants would have improved the CVT experience.
And it would have been better to have developed clear conditions for
implementation and to have put them into a written contract. Michael
Fullan asks how teachers can be expected to promote the development
of
235
autonomy, initiative, exploratory behavior and self-respect among
children when they themselves are excluded from the processes of
decision-making. CVT might have done well to have known this in June,
1972. These were the major problems of implementation; fortunately,
in spite of them, the project was remarkably successful.
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CHAPTER VI
TOWARD A NEW PROJECT
Based on the experience and assessment of the Children’s Video
Theatre, a new child-created television project is proposed for the
middle elementary school grades. This chapter begins by examining
procedures for the effective classroom implementation of the project
in light of the literature on educational change and the experience of
CVT . Attention is then focused on the curriculum. A sequenced cur-
riculum is proposed, beginning in the fourth grade and continuing
through the end of the sixth. As with CVT, the new curriculum is to
be as consistent as possible with the assumptions and practices of open
education. Questions of research and in-service teacher training are
also examined.
A New Implementation Scheme
The Children’s Video Theatre was inappropriately named. Greater
emphasis ought to have been placed on "learning” than on "video" and
the term "theatre" was misleading. A new title. Learning Through Video
(LTV) more accurately reflects the objectives and activities of the
project proposed in the following pages.
The intent of the proposal is to build on the experience of
child-created television, open education, and curriculum change for
the establishment of a television project in the middle elementary
grades. It urges that children become skilled in the use of the newer
television communications tools, but that these skills be put to the
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service of their general cognitive and affective development. It is
based on the tested assumption that child-created television is an
excellent vehicle for the integration of subject matter, and the class-
room with the community. A three-pronged attack on various problems
concerning child-created television in schools is proposed: teacher
training, curriculum development, and research. The literature
suggests that there is a need for development in all three areas (see
Chapter II)
.
This proposal calls for what I feel is the optimal implementation
model maximally supported by equipment, materials and personnel. In
today s fiscal climate, it is realistic to expect that a practical
implementation would have to be attempted with less support. The
prescriptions of this proposal would also be adjusted to meet the real-
ities of individual local circumstances. Although they read as pre-
scriptions, they should, in fact, be taken only as suggestions. The
real models will hopefully fit real circumstances. What is required
under any circumstances, however, is that the individuals responsible
for implementation give systematic thought to the process of imple-
mentation before it occurs. My own thoughts are offered here.
The specific goals of the proposed project are as follows:
1. Negotiate the establishment of a pupil-centered television
project in the middle elementary grades of a local school system.
2. Establish a program for the in-service and pre-service
orientation and continuing training and support of all participating
staff, training teachers, and host teachers.
3. Implement a pupil-centered television curriculum that is
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fully integrated with the existing classroom curricula.
4. Establish communication vehicles to promote continuing open
relationships among all participants in the innovation.
5. Establish a program of parent and community involvement in
project activities.
6. Conduct a program of research and evaluation.
7. Disseminate information on curriculum development and
research activities.
Activities undertaken to meet these goals occur concurrently.
Project overview . LTV is to operate in four twelve month
phases: the first year is to be devoted to planning, negotiation,
recruitment, orientation, preliminary training, and securing resources;
the remaining three years primarily to classroom implementation.
Implementation begins in two fourth grade classrooms in an elementary
school, and moves with the project children to the fifth and sixth
grades during the subsequent two years. It is expected that the group
of children who begin with the project in grade 4 will stay together
through grades 5 and 6. (Somewhat different arrangements would have
to be made if implementation were to take place in a vertically grouped
elementary school.) Another set of classrooms is used as a control for
research. As the project moves through its three years of implementation
new teachers become involved. Formal training programs are to be
launched for all participating teachers, who assume ultimate respon-
sibility for the development of the project curricula in their respect-
ive classrooms. Because an important facet of LTV is training, it will
be affiliated with an accredited teacher training institution, and
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provide for the involvement of graduate educators-in-training, who
participate in the training program. The proposal is based on the
assumption and practices of open education, which suggests that varying
practices should be undertaken according to the needs of individual
learning situations. The two most important manifestations of this
commitment in relation to LTV are that the implementing teachers should
be autonomous, decision-making professionals and that they and the
children should use television not in a prescriptive way, but in ways
that meet their learning needs as they arise.
Negotiating implementation
. During the first six months of
Phase I of LTV (July 1 to December 31)
,
the representative of the out-
side agency negotiates with an elementary school its commitment to
begin classroom implementation the following autumn. Following the
counsel of Crandall, Haller, and Leithwood and Russell, he makes his
initial contact at the school principal level, moving from there to
negotiations with prospective teachers, central office administrators
and, if necessary, school trustees.
Selection of the project school is based on the extent to which
the various individuals and groups in the potentially adopting schools
endorse the stated project goals and proposed procedures, and are
willing to fulfill institutional and professional commitments as pro-
posed. The outside agent devotes substantial energy to negotiation and
preliminary observation for the purpose of determining whether its
existing structure and curriculum are likely to be compatible with the
proposed project. The outside agent should leave room for negotiation
on some points, but critical points should be clearly identified as
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nonnegotiable so that misunderstandings will be less likely to arise
once implementation has begun. At all times in the negotiation pro-
cess, the option to make a "no-go" decision is open to all partici-
pants, in which case, the outside agent returns to the initial stages
of negotiation in another location.
Roles and resources
. The Principal's endorsement of the goals
and proposed procedures of LTV is demonstrated by his willingness to
assume the following roles. He assumes leadership in negotiating
support for the project at senior administrative levels. He commits
himself to making fully accessible all the curriculum resources of his
own school for a successful implementation. He agrees to participate
significantly in all workshop activity organized by the outside agent
in preparation for and during implementation. He attends project meet-
ings. He involves himself in project activities in the classroom, from
time to time. He works with the teachers in the rearranging of
curriculum priorities, where necessary, to accommodate the implementa-
tion of the new activity. He commits himself to whatever restructuring
of his school is necessary to accommodate the requirements of the LTV
research program. He works with the outside agent in the coordination
of project materials and activities; shares responsibility for local
public relations; provides continuing, demonstrable support for partici-
pating teachers, is alert to developing curricular and interpersonal
problems, and takes swift action to resolve them. He is what Mahan
describes as an "active principal" (see page 98)
.
The implementing teachers, with whom the outside agent makes
direct contact after negotiations with the Principal, perform a somewhat
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different set of roles. They assume major responsibility for the pro-
ject curriculum in their own classrooms. They agree that their class-
rooms will serve as the focal point for project activities, but that a
significant proportion of project activities take place outside the
classroom and the school. They commit themselves to the notion of
using video for interdisciplinary learning and agree to apply their
professional expertise in curriculum development to this end. They
make time for project activities on an average of two hours per week
per child. They interact regularly, as equals, with designated central
office curriculum specialists whose major responsibilities are to pro-
vide resources to LTV and to consult regularly on curriculum matters.
They provide leadership in securing the active involvement of parents,
and assume major responsibility for keeping parents informed of project
matters. They demonstrate willingness to accept the presence and
supervise the activities of a project staff member in their classrooms,
on the condition that they participate in the recruitment of this staff
member, and that no one is appointed to their rooms against their
wishes. They are willing to participate in the training of other
teachers during the second two years of implementation. They accept
and cooperate fully in the administration of the LTV research program,
as proposed below.
Personnel in the central school board office assume the role of
providing the administrative and material support required to carry out
the implementation. Fiscal management of the project is assumed by the
central office. Commitment is made to provide salaries for teacher
participation in summer workshops (see description below) and release
242
time for teacher participation in six day-long follow-up workshops
during each implementation year. During the second two years of imple-
mentation the teachers whose year of participation is completed share
in the responsibility for coordinating instruction in both the summer
and follow-up workshop for their successors in implementation and will
require salaries and release time to perform these functions. Thus, the
cost of meeting this commitment increases somewhat during the second
and third years of implementation.
Commitment is also made at central administration levels to
provide the television production equipment, technical service to main-
tain the equipment, and raw videotape for the exclusive use of the
implementing teachers. During the first year of implementation, the
minimum acceptable equipment contribution would be one portapak with
standard accessories (tripod, cables, extension microphone, camera
brace, long-life battery pack), to be expanded to two portapaks plus a
camera switcher, electronic editing equipment and standard accessories
for the remaining two years. Ten raw videotapes per classroom per year
are required throughout the duration of the project. During years two
and three of implementation, the production equipment is shared with the
previously implementing classrooms. The central administration pro-
vides office space in the host school and full access to its local tele-
phone, office and curriculum supplies, and administrative services for
the curriculum needs of the project.
The central administration designates one or more of its own
curriculum specialists to devote the equivalent of a half-time profes-
sional to the project. This individual’s responsibilities are as
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follows: he is the principal liaison between all implementing personnel
in the host school and the central office. He coordinates the provision
of the various resources of the school system to the project. He par-
ticipates with the outside agent in the coordination of all LTV work-
shops; attends all workshops, first as learner than as instructor; and
attends all project meetings. He participates in and helps prepare for
all negotiations (as required) with trustees of the implementing school
system. He consults regularly with implementing personnel. He partici-
pates regularly (at least twice a month) in the classroom activities
of each implementing classroom. He contributes his own curriculum
expertise to developing methods for the integration of television pro-
duction activities with the curricular area in which he is skilled.
He calls upon the resources of his fellow curriculum specialists to
make similar connections in other curriculum areas. His appointment is
made with the mutual consent of participating teachers, the principal
and the outside agent. He actively volunteers his participation in the
full knowledge of the role expectations of the position.
The outside agency makes significant human and material con-
tributions to the project. It makes its resources available to its
primary representative, the Project Director, who performs the follow-
ing responsibilities. He is ultimately responsible for the coordination
of all project activities. He instructs and coordinates all formal
training for implementing teachers. He administers the evaluation of
all formal training. He is responsible for the acquisition and appli-
cation of all training resources for implementation (as distinct from
curriculum resources which are provided by the school system through
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the school principal and designated curriculum specialist). He
arranges for the awarding of graduate credit for implementing teachers
through an accredited institution of teacher training. He administers
the research program. He organizes, supplies, and continually updates
a project resource area (in space allocated by the implementing school)
to which teachers will have access for the consultation of demonstra-
tion training materials, manipulation of production hardware, exchange
of information, etc. He schedules and keeps records of the proceedings
of project meetings. He makes whatever arrangements are appropriate
with local institutions for the broadcast of selected children’s tele-
vision productions. He coordinates project evaluation. He is responsible
for dissemination of all information on project activities and research
at state and national levels. He writes and distributes all major
reports on project curriculum development and research.
The outside agency also provides the services of a half-time
graduate assistant (an experienced and trained teacher) for each imple-
menting classroom. His responsibilities are divided between day-to-day
work in the classrooms and management of the project resource area.
This individual is responsible jointly to the Project Director and to
the implementing teachers. Under the teachers’ supervision, he pro-
vides the day-to-day leadership required for the implementation of
project activities in the classroom. In this regard, he works closely
and continuously with the teacher, the LTV curriculum specialists and
the Project Director. He makes the practical application of the con-
nections between video production and other areas of the curriculum
as
suggested by his partners in the project and developed on his own
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initiative. He provides leadership in promoting the involvement of the
community in the activities of the classroom through the project. He
attends all training sessions and project meetings. He keeps records
of project activities in the classroom as well as maintaining precise
diagnostic and evaluative information on each child. He keeps an
analytical account of the ways in which project activities are inte-
grating with the ongoing classroom curriculum and shares this informa-
tion with other participating personnel. His functions are particularly
sensitive. Although he represents the project in the classroom, and
provides leadership for project implementation, his role in the class-
room is subordinate to that of the teacher, who is heavily involved in
and ultimately responsible for the project curriculum. The graduate
assistant is also expected to spend some time helping the teacher with
nonproject teaching activities. He is recruited jointly by the teacher
and the Project Director. Each has to approve the appointment of the
graduate assistant to the implementing classroom.
The outside agency assumes the full financial burden of training
the teachers which includes the provision of experienced consultant
help during training sessions. Workshop space away from the implement-
ing school is provided during the summer and for each of the six follow-
up sessions. The outside agency provides travel expenses to and from
workshop sites for participating teachers, and assumes the cost of
tuition fees for graduate credit. Furthermore, the salaries for the
Project Director, the half-time graduate assistants and half-time
secretary are provided by the agency in addition to funds for long dis
tance telephone calls, postage, administrative services for
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noncurriculum purposes, all research costs and travel.
Agreement to the conditions described above implies not only a
commitment of both parties (outside agency and adopting school system)
to the full duration of project implementation, but the school system
commits itself to the post-implementation vitality of child-created
television in the adopting school, and diffusion throughout the ele-
mentary schools in its system in the following ways: the system
gradually builds up its television production facilities to accommodate
the needs of gradually expanding groups of implementing teachers. It
designates full-time curriculum specialists to manage the diffusion of
child-created television throughout the system. It takes over the
teacher training program, using the project teachers and curriculum
specialists as the primary human resources for the effort, giving the
teachers release time and appropriate remuneration for their instruc-
tional duties. It continually updates the material resources for
curriculum and training. It hires new teachers to the system who
demonstrate either a competence in the curricular application of tele-
vision or an enthusiastic willingness to adopt television when taking
up professional duties and to undergo the necessary training. The out-
side agency agrees to provide consulting and instruction for teacher
workshops in the adopting system for a nominal per diem fee, and main-
tains the arrangement whereby graduate credit is awarded for formal
teacher training in the television workshops, subject to the appro-
priate monitoring. The adopting system, however, assumes whatever
tuition costs and travel expenses are involved for the post-implementation
training.
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Both parties enter into the agreement in good faith with a
commitment to the success and permanency of the project. If, however,
the project is palpably failing to meet the reasonable expectations of
either party during the first year of classroom implementation, the
right to renegotiate the conditions of implementation for the remain-
ing two years or to terminate the agreement remains open to both
parties. Agreement to proceed to the second year of classroom imple-
mentation implies a satisfactory completion of the probationary period
and the commencement of a binding contractual agreement to carry out
the remaining provisions of the project.
The human and institutional roles just described, obviously,
are not mutually exclusive. Their effective execution requires
extensive communication and collaboration among the participating
parties to meet commonly-held goals. The objectives and major re-
sponsibilities of any person connected with LTV cannot be met without
the active help of others. Thus, while much individual responsibility
is put into the hands of the various participants, this responsibility
is met within a team framework.
A school is considered "selected" when its principal, teachers,
designated curriculum specialist, system superintendent and board of
trustees demonstrate a commitment to proceed with implementation
activities according to the individual and institutional roles delin-
eated above. Commitment is demonstrated by the signing of a letter to
this effect on school system letterhead by all participating personnel.
An authorized representative of the outside agency also signs a letter
signifying a commitment to fulfill the responsibilities which fall to it
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Recruitin
g- Personnel • During the next three months of the
planning year (Phase I, January - March), the implementing teachers
and Project Director recruit the two graduate assistants to be
appointed to the project classrooms. The Project Director is responsi-
ble for the coordination of this effort, but the teachers are given two
full days of release time by their board for the purpose of reviewing
qualifications of candidates and interviewing. Project Director and
teachers work out specific criteria for selection together, but, gen-
erally speaking, the successful candidate will be a masters or doctoral
student in education at a recognized graduate school of education, will
have had some elementary school teaching experience, and possess demon-
strable skills in an area or areas related to project goals (not
necessarily media or video production). An effort is made to recruit
two individuals whose skills and experience are complementary. As far
as can be determined, the personalities and professional inclinations
of the two assistants must be compatible with those of the implementing
teachers. The graduate assistants work in their host classrooms begin-
ning April 1 of the first planning year. No attention is directed at
this time toward the implementation of project activities. The sole
purpose of the first two and a half months of the assistantship is for
the assistants and teachers to establish a comfortable working rela-
tionship without the pressure of implementing the LTV curriculum. The
assistants perform as general teacher aides during this period.
Preparing for implementation . During the latter months of
Phase I, the Project Director and the curriculum consultant make
arrangements for upcoming summer workshop activity, and secure the
249
various resources that will be applied to all training and implementa-
tion activities for the summer and the succeeding school year. The
Project Director makes final arrangements for the administration of the
research program.
Establishing training and support
. The first implementation
year (Phase II) begins with a formal in-service training program in
July or August when implementing teachers, principal, curriculum
specialist and graduate assistants undergo a three-week workshop con-
ducted by the Project Director with the assistance of other representa-
tives of the outside agency and appropriate outside resource people.
The objectives of the workshop are that: the participants master the
basic technical skills of television production; they develop funda-
mental skills in the application of video production to various areas
in the curriculum; they develop an awareness of the "grammar" and
"vocabulary" of television production; they master the procedure of
producing a television production of their own.
Outside resource people with skills particularly apposite to
the workshop objectives are called upon to make significant contribu-
tions to workshop activities. The guiding workshop principle is that
the participants learn by doing the same sorts of activities that their
children will be doing during implementation. The workshop "curricu-
lum" is introduced in sequential fashion, from simple, technical
activities to relatively complex, conceptual activities later on.
Workshop time is evenly divided between structured instruction and
unstructured production. Each participant is responsible for creating
his own production, from conception to final screening, and to
defend
250
it in terms of the elementary school curriculum. The workshop is held
on the campus of a teacher training institution, and solicits the
enrollment of a limited number of interested nonproject teachers and
specialists as part of a regular summer course offering. Three grad-
uate credits applicable toward a graduate degree or certificate are
awarded for satisfactory completion of the workshop. These workshops
are repeated during the subsequent two summers, but are somewhat
longer. The last two summer workshops are designed not only to induct
the newly participating teachers to the basics of television production,
but also to develop the skills of both old and new participants to
higher levels than the introductory workshop alone could give. For
the first part of the last two summer workshops, the implementing
teachers of the preceding year coordinate and conduct instruction for
their successors. For the latter part, both sets of teachers undergo
workshop experience coordinated and conducted by the Project Director
with the assistance of the curriculum specialist.
The summer workshops are supplemented by six day-long workshops
held during the school year. The purpose of these sessions is to
review curriculum events, share information among project classrooms,
explore emerging approaches to the integration of television production
into other curricular areas, and to investigate in greater depth the
techniques of television production. These workshops are organized by
the Project Director and the curriculum specialist, who also share in
instruction. The project teachers are expected to provide significant
input by recommending workshop topics and identifying needs that arise
as the curriculum develops in their own classrooms. Where appropriate,
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outside resource people are invited to contribute their expertise.
These people are not necessarily skilled in video production, but might
be called upon for some demonstrated skill related to video production.
In such cases, the teachers and the outside resource people would
cooperate in making appropriate connections. All implementing teachers
participate in these workshops, including those on whom project imple-
mentation efforts focused in previous years. The Principal also
attends.
As a back-up to workshop experience, a television curriculum
center (TVCC) is established in a convenient location in the imple-
menting schools. Ideally, this center is integrated into an existing
school library or media center, but could have its own separate loca-
tion, if necessary. The project graduate assistants maintain "office
hours" established according to local need, to assist and work with
implementing teachers on project-related problems. The Project Director
assists in the Center on an "on-call" basis. All personnel associated
with the project have access to the materials and equipment in the
Center at any time. It is the joint responsibility of the Project
Director and the two graduate assistants to furnish, equip and keep the
Center up-to-date, and ensure that its activities and contents are
relevant to the needs of implementation. The precise physical arrange-
ment of the TVCC will depend on the wishes and priorities of the
implementing personnel, but in general, it will house the videotape
recording equipment so that it is always ready for use and check-out.
It will also contain a check-out calendar so that teachers can book
the equipment in advance, in addition to demonstration videotapes.
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bibliographies, films, articles, books, production materials, and so
on. In effect, it becomes a mini multi-media resource center with a
focus on the LTV curriculum.
Communications
. One of the major difficulties encountered by
CVT was that the various participants in the endeavour failed to com-
municate openly with one another. It is my opinion that the best
guarantee of open communication during implementation is a careful,
mutual selection process during the negotiation stage. If this process
fails to produce the right mixture of personalities, priorities and
professional inclinations, then the best communications structures
will be hindered. On the other hand, these structures are necessary
to maintain the good will that would result from a careful and cooper-
ative approach to selection.
Communication is built into the workshops, especially the six
day-long sessions organized for the school year. However, these
workshops are not intended to be business meetings, and time must be
set aside to deal with the many nontraining problems which inevitably
arise in major curriculum innovations. In-house communications are
handled through bi-weekly project meetings which deal with such prob-
lems as availability of resources, curricular priority conflicts,
airing of grievances, review of events, planning for the future, and
so on.
The Project Director is responsible for seeing that these meet-
ings are held. In a sense, he is a "chairperson," but the success of
the bi-weekly meetings depends on the willingness of all participants
to contribute their concerns in an open and productive manner. All
253
meetings are attended by the Principal, teachers, graduate assistants
and curriculum specialist, in addition to the Project Director. Other
-g-j hoc meetings are held by the appropriate people to deal with special
problems which would not be discussed during the regular bi-weekly
meetings.
Progress reports are presented every two months and submitted
by the teachers and graduate assistants. These reports are distributed
to all interested school personnel and parents. They are intended to
share curriculum information between the implementing classrooms (beyond
what is shared informally through social interaction). Issues are
aired so that project participants not directly involved in the report-
ing classroom's activities can make comments and suggestions from a
perspective of distance. Although teachers and graduate assistants
cooperate in the preparation of these progress reports, the graduate
assistants are responsible for making sure they appear at the expected
times.
At the end of each year, final reports are prepared by the Pro-
ject Director with the assistance of the graduate assistants and the
curriculum specialist. These reports sum up the training and curricu-
lum accomplishments of the project throughout the year, present interim
research results, discuss problems raised throughout the year, and
present solutions undertaken or contemplated to meet these problems.
These are, in effect, state-of-the-project reports, and lead up to the
more comprehensive final report that follows the end of the last pro-
ject year for which the Project Director is also primarily responsible.
These reports are distributed to all school system personnel who have
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a stake in the project, the outside supporting agencies, the ERIC
Clearinghouse on Information Resources at Stanford University, the
local media and, on request, parents and school taxpayers.
Efforts are made to involve parents in project affairs beyond
what could be expected from the one-way distribution of information
reports. The teachers and graduate assistants request parent involve—
®®tit in project affairs. Parents are encouraged to communicate with
LTV personnel at any time. Specific, individualized invitations are
made for parents to participate in project field trips and scheduled
in-school activities. At least two evening social meetings are held
for parents and children to review videotapes and discuss project
matters in a communal setting. At least one of these meetings can be
organized as a workshop wherein children can teach the parents the
fundamentals of television production. Teachers and graduate assis-
tants collaborate in this endeavour, but the final responsibility rests
with the teacher.
Parents can be particularly valuable in making liaisons with the
rest of the community. Parents themselves constitute an important
part of the community and each one is a potential nucleus from which
connections to a whole set of resources can be made. Although the
parents can be profitably employed to this end, other tactics for com-
munity involvement need to be employed, and ultimate responsibility for
the entire community involvement program should fall on the graduate
assistant.
Communication of all types of information occurs daily outside
of the formal structures described above. The teachers and graduate
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assistants continually interact in an informal way. Arrangements
should be made from time to time to exchange teaching duties between
the classrooms. The Principal becomes involved in the flow of project
information through his occasional participation in the teaching activ-
ities of the project. This participation should occur no less fre-
quently than once every two months in each classroom. It is particularly
important that the Project Director be accessible to discuss project
issues with the teachers and the Principal when issues arise. By the
same token, teachers and graduate assistants should be similarly
accessible to parents. Normally, there is very little direct communica-
tion between the parents and the Project Director. Parents have direct
access to LTV through the classroom teachers and the graduate assis-
tants. The misperceptions of parents’ attitudes which plagued CVT
should not occur in LTV because of the implementation scheme which
selects participants in whose interests it is for the project to
succeed and who perceive project success as a measure of classroom
success
.
Cable television can be a particularly useful vehicle, not only
for broadcasting some of the children's productions, but also as a
vehicle for the project to communicate information to a large local
audience about LTV goals, activities, successes, failures. It can also
serve as a vehicle for the solicitation of community participation in
project activities.
Research. The literature on child-created television is vir-
tually research-free. The video movement is now in a position similar
to that of open education two or three years ago. Neither is there
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much concrete substantiation of the many claims made for the positive
effects of child-created television on children, nor have any viable
research models been offered. The most recent collection of writings
on the subject, Video and Kids (1974) produced by the Center for
Understanding Media in New York offers no new insights outside of the
intuitive assessments of the benefits of child-created television
that have characterized the literature from the outset. Seibert
(1973) has pointed out that the problems of research in educational
television are widespread. He writes: "For so many years, educa-
tional projects employing television or other modern media were
peripheral, impromptu, short-term, and tentative. These projects
were rarely granted time or resources enough to refine and stabilize
their efforts or to show cumulative effects. When they succeeded,
almost no one cared, and when they failed, almost no one was surprised
—or even knew (p. 1)."
People in the video movement are giving increasing, though
largely unsubstantiated, thought to the outcomes of their art. Dolan
and Cohen (1969) and Wilkinson (1970) have reported that child-created
television can contribute to improved reading skills. Their methods
of measurement, however, are not made clear. Behr (1974) discusses
the contributions that video can make to adolescent psychiatry, but on
closer examination, his paper simply deals with some useful video pro-
cedures that can be used with emotionally disturbed adolescents. Dolan
and Cohen (1969), Jonassen (1974), LeBaron (1974a) and LeBaron and
Kanus (1975) suggest that children's self-concept can be improved by
their production of television. Cost (1974) feels that because video
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can be used to help children explore their emotions in a contrived
micro-situation, it may help children exercise emotional self-control
in real life. The time has come to put some of these intuitive
beliefs to the test.
Conducting research on the relationship between child-created
video and children s development poses the problems which generally
confront school research, and presents some unique problems of its own.
Barak Rosenshine (1970) claims that there is no such thing as a "homo-
geneous treatment variable." Thus, when measurement of change in a
dependent variable is undertaken to assess the effect of a treatment,
such as new curriculum materials, the role of the treatment in effect-
ing change must be inferred, because of the fact that other influential
variables in the typical classroom (e.g., the many facets of human
interaction) are extremely difficult to control. This problem becomes
even greater in the case of child-created television because the
"treatment" does not consist of uniform materials or procedures; it is
intended to be a variable as are the people who use it.
Popham (undated) and Roberts (1969) describe two school re-
search designs appropriate for use in LTV. The first is called the
Post Test Only Control Group Design. Children are selected into one
of three classrooms (two experimental, one control) according to a
random selection procedure which assures the initial equivalence of
the three groups; therefore, pretesting is not necessary. At the end
of the treatment period (in the case of LTV, there would be three such
periods; one at the end of each project year) measurement instruments
are administered, and the results analyzed. This type of design can
R T M
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Group 1 (experimental)
Group 2 (control) r
R ~ random selection
T = treatment
M = measurement
Figure 4. Post Test Only Control Group Design
M
be employed with standardized tests to determine whether many of the
benefits intuitively attributed to child-created television stand up
to harder measurement. Standardized tests of self-concept (Coopersmith,
Waetjen), perception of elementary school environment (Sinclair) and
divergent thinking (Guilford) can be used in Popham's Post Test Only
Control Group Design. The measurement of change in self-concept is
suggested by the numerous intuitive claims made for child-created
television. The questionnaire results in Chapter V which indicated
that children's enjoyment of school was increased through their par-
ticipation in CVT should be put to more rigorous and systematic testing.
Stern's research (see pages 27 - 28) indicating that excessive television-
viewing among fifth and sixth grade children reduces divergent think-
ing raises the interesting question of the relationship between
television-making and divergent thinking. The use of two experimental
groups is useful because it provides different settings in which the
treatment takes place, and somewhat reduces the uncertainty surround-
ing the effect of the independent variable in relation to other,
uncontrolled variables.
Supplementing the research activities just described would be a
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controlled analysis of school "archival data" on the scholastic apti-
tude, achievement, and social behavior of the experimental and control
children. Another research design, proposed by Popham and Roberts,
the Interrupted Time Series Design, (see Figure 5) is particularly
appropriate for analyzing archival data.
Figure 5. Interrupted Time Series Design
A series of measurements is taken prior to and during the introduction
of the treatments. The teachers' observational records on their
pupils' ability to work collaboratively
,
in addition to records on
discipline referrals, attendance records, etc., provide excellent raw
material for research of this type. Academic achievement can also be
analyzed through the use of the Interrupted Time Series Design. Ulti-
mately, the acceptability of significant child-created television
curricular programs will depend on their demonstrated relationship to
academic achievement. Clarification of this relationship would con-
tribute usefully to the question of whether child-created television
detracts from the achievement of other curricular objectives, contributes
to them, or does neither.
The major administrative problem surrounding the research pro-
posals just made is that the random selection of children into control
and experimental classrooms may run counter to other school objectives
In situations where randomization of groups is impossible, a Nonequiva-
lent Control Group Design (see Figure 6) can be used, but the
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Group 1 (experimental)
: M > T M
Group 2 (control) : m } M
Figure 6. Nonequivalent Control Group Design
generalization of results rendered by this design to a larger popula-
tion, according to Roberts, can only be inferred.
This proposal contains specific recommendations for teacher
training and research. Although it is also intended to be a curricu-
lum development proposal, very little has been said about curriculum
so far. The curriculum facet of this proposal is particularly diffi-
cult because what is being proposed is the introduction of a media
tool, to be used by children for their own learning needs as individ-
ually diagnosed by the teacher and, at times, by the children themselves.
As CVT tried to formulate its procedures from an open education theoret-
ical framework, LTV proposes that the failures of CVT in this respect
be put to the good use of the proposed project so that the former
errors are not repeated. Many of these errors have already been
accounted for in the proposed implementation scheme, wherein teachers
are given the most central role in the project curriculum. Open edu-
cators tend to shy away from curricular prescriptions, preferring a
more extemporaneous development of activities to meet the needs of
individual children at particular moments and places. The presentation
of a new video "curriculum," therefore, would be a contradiction of one
of open education’s important precepts. Better that the open class-
room teacher develop his curriculum to meet his own needs. On the
other hand, the teacher does not find his way in a void; he consults
261
new materials, new literature, new people whose strengths and styles
he incorporates into his own repertoire to meet his needs as he per-
ceives them. The final part of this dissertation looks at the video
curriculum. It draws on the strengths and weaknesses of CVT and the
growing literature on child-created television with a view to offering
the open classroom teacher some material to consider as he builds his
own program.
A New Video Curriculum
The goals of the proposed LTV curriculum are much the same as
the original curricular goals of CVT. The project children should
develop a mastery of the technical skills, grammar and aesthetics of
television production. They should use television production as a
tool for interdisciplinary investigation. They should use television
production to build bridges between their classrooms and the community
which supports their school. The curriculum cannot be considered in
isolation from the procedures by which it is implemented; the imple-
mentation strategy is itself a hidden curriculum. The achievement of
the goals just described is partially facilitated by the scheme des-
cribed in the preceding pages: the centering of the project in the
host classrooms; the inclusion of all children in each host classroom
in the activities of the project; the conferring of high status and
responsibility on the implementing teachers; an extensive program of
training, support and information exchange; the explicit designation
of responsibility for parent and community involvement; and the flex-
ible use of time within which project activities take place. All of
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these procedures represent improvements over CVT. Improvements are
also needed in the curriculum as such.
Ultimately, the new television production curriculum will be
that of the adopting teacher. As George Gordon (1974) has so aptly
put it:
If books, films or video—are to reside comfortably in the
world of schooling
. . . they will have to accept the morals,
codes of civility, aims and philosophies of that world and be
adapted by men and women to these ends.
. . . I still believe
that video may one day make its contribution to American edu-
cation.
. . . But it will be a contribution, not a take-over
(p. 10, emphasis in the original).
The following discussion is intended simply to recommend curriculum
guidelines for the first year of implementation based on the experience
of CVT and other video experimenters; it is not a prescription.
Introduction and sequence . The experience of CVT suggested
that the project children would have benefited from a more orderly
and sequential introduction of television production. LTV activities
should be introduced at fairly simple levels of technique and content.
Early implementation activities should, however, establish experimenta-
tion as the norm rather than the exception. Activities should empha-
size the unique visuality of television production; more literary
types of activity can be worked in later. All activities should be
confined to portapak work until the children have developed fluency
with a single camera system, which will probably take the entire first
year of classroom implementation. Although an ultimate project goal
is the integration of subject matter through television production,
the introductory activities ought to be directed primarily toward
developing children's technical abilities and their television
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"vocabulary" and "syntax."
The schedule. During the first few days of implementation, an
equipment schedule should be firmly established in the minds of chil-
dren. A chart posted on the classroom wall would be a useful approach.
In consultation with the teacher, children reserve the equipment in
advance on a posted reservation chart, and briefly state their purpose
for using it. Such a system encourages the children to govern their
own use of the equipment, to plan in advance when and with whom they
should use it, and to consider its use in the context of other purposes.
It also provides the teacher with a tool for diagnosis and evaluation,
and is a built-in running record of activities.
Regulations . There are certain equipment rules which should be
strongly emphasized in a way that children fully understand the prac-
tical consequences of nonobservance. For example, the camera should
never be pointed at a light source; doing so causes permanent damage
to the camera which is costly to repair. Carelessness, therefore,
could result in a lenghty repair procedure or, at worst, an indefinite
unavailability of the portapak. There are a number of ways to impress
pictorially the consequences of such carelessness on the children. A
videotape recorded with a camera damaged in this way can be played as
a demonstration. (A damaged camera at a repair shop could be used to
record a tape for this purpose.) The children should be shown how to
avoid accidentally damaging the camera by demonstrating how to cap
the lens (damage can be done to a video camera with an uncapped lens
even when it is not in use) and to close down the aperture ring on the
lens to "c." On both sides of the camera, the teacher can mark with
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permanent paint or ink "Do not point me at a light source," "Please
cap my lens when not using me," and "Please turn my aperture ring to
'
c' when not using me."
Other important elements of good equipment use should be
instilled at the outset: not leaving the equipment in unheated areas
in cold weather; not touching the lens glass or recording heads; not
leaving the tape deck in the "stand-by" mode for more than 30 seconds
at a time; not handling the equipment roughly; not becoming too fatigued
in using the equipment. There are various ways for the teacher to
impress these fundamentals on the children. The point is that the
delicacy of the equipment should be fully recognized by the users, but
not in a way that instills a fear of using it. The teacher and the
graduate assistant must assume some supervisory responsibility but,
within that context, to accept the possibility that accidents will
occur. The experience of CVT and Kideo Video indicates that children
enjoy television production enough to take care of the basic tools and
to assume some policing responsibility; incidents of gross neglect or
outright abuse were virtually nonexistent.
How television works . Moriarty (1972, pp. 6-7) suggests that
some time be devoted to helping children understand the mechanical and
electronic principles of television picture transmission. He uses the
analogy of the human eye to promote understanding of the principles of
lens focus and aperture, describing some simple exercises through which
children can pair up and examine the simple workings of each other's
eyes and to compare these with the mechanics of the camera lens.
Moriarty also describes an excellent simulation game designed to give
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children an understanding of the underlying electronic process of tele-
vision transmission (pp. 32-33). Aided by the use of simple, hand-
made materials, children role play the television production process.
Following the simulation game, they compare the roles they have played
with an illustrated, written description of the process. Moriarty
recommends Scott Corbett’s What Makes Television Work (1965) to help
elementary school children understand the process of television pro-
duction.
Introducing the motor skills of video production . Simple, pro-
grammed, illustrated booklets can, with teacher help, aid the children
in developing mechanical production skills. Step-by-step sequential
units can be devised locally to describe the use of the camera, the
videotape deck, the monitor, the connection of the separate video system
components, and so on. All these fundamental skills will have to be
mastered by each child before he can begin to devote much energy to
content. Some children will have less need for explicit, programmed
instructional materials than others, but they should be available so
that pupils who are able to use them can learn to operate video equip-
ment by themselves to the greatest possible extent.
Introductory visual exercises . Moriarty 's handbook on the use
of the portapak is, in my opinion, the best introductory work for the
elementary school teacher that has appeared to date. Local adaptations
of the introductory activities described therein can provide an excel-
lent framework within which teachers can help children build a simple
but solid inventory of video production skills. Moriarty s suggestions
emphasize the need for video to be introduced in a visually exciting
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manner, and in a way that deliberately discourages the aping of com-
mercial television styles and the videotape recording of information
that could better be communicated in print. His exercises begin by
sending groups of ten pupils into the school yard to record whatever
they wish within a stipulated time period. These shots are replayed for
classroom analysis. Moriarty suggests that the teacher refrain from
dwelling on faults at this early stage; the children’s peers will be
more than adequately critical. He then suggests more specific assign-
ments at increasing levels of difficulty and abstraction (videotaping
pictures of distinct shapes occurring in nature or the man-made world,
exercises using back lighting, natural frames, the zoom lens, various
camera angles, etc.). A more rigorous approach to evaluation accompan-
ies the increasing levels of sophistication at which the children work.
Moriarty* s exercises are not presented as isolated activities, but are
put into meaningful contexts. For example, rather than sending chil-
dren out to practice low angle camera work, he suggests that they try
to record reality from the point of view of a small dog.
Putting some introductory video exercises into a gaming context
can be helpful. Children enjoy creating and presenting problems to be
solved by their peers and teachers. For example, children's "videolit-
eracy" and appetite for experimentation can be whetted by having small
groups of two to four children go out into the school yard or elsewhere
in the school building to videotape short, five- to ten-second clips of
the most unusual objects they can find, and to play these clips back
to the whole class for identification. The exercise can be made more
complex by requiring the camerapeople to shoot only with the widest or
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the closest angle of the zoom lens, only while kneeling or lying on
their stomachs, or only using a close-up lens. This not only makes a
game of the exercise, but promotes the unconventional use of the
camera. The possibilities for local variation are extensive.
Later in the introductory period, the children can move into the
type of exercises that Quincy Bent has developed for the single camera
portapak (see pages 115 - 120). As we have seen, these highly-structured
exercises are designed purely for the development of children’s aware-
ness of visual television concepts, and are usually staged indoors, so
they ought to supplement outdoor and more loosely-structured activities.
Most of Bent's exercises are now described in his contribution to the
Center for Understanding Media handbook entitled Video and Kids (1974,
pp. 35-38). The creative teacher will think of numerous effective var-
iations on Bent's exercises to meet his purposes. The task of develop-
ing some exercises of his own will help the teacher sharpen his own
"video vocabulary" with which to help the children do the same thing.
Self-definition and human relations . Once the children have
developed some fluency with portapak videotape recording through
structured experimentation, they are ready to begin working on self-
definition and human relations video exercises. Literature by Haratonik
(1973) and Laybourne (1972a, b, 1974) are particularly useful for sug-
gesting some starting points. Again, the teacher will do well to draw
on his own resources for ideas. Individual children can create nonverbal
video vignettes by listing and then recording on two-minute portions of
videotape things in their environment which, they feel, best define them
as people. Nonverbal sound tracks (music or a combination of sound
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effects) can be added. This forces children to think in terms of the
visual communication of the self, to establish for themselves priorities
of time and content, and to consider seriously who they are and what,
in their visual world, help define them. Playback can involve a larger
group of children in the classroom in various activities. For example,
children can try to identify the "authors" of the self-definition video
clips and discuss the clues that led them to their correct or incorrect
conclusions. These perceptions can be compared with information from
the authors." The various video autobiographies can be compared with
a view to establishing distinctions among the styles and content of the
different originators.
Moving beyond the fundamentals
. The activities described above
are intended to provide a reasonable degree of mastery over the most
basic television production tool; the single-camera portapak. Simple,
periperhal exercises for special effects should follow. These teach
children some of the simple methods with which the power of the porta-
pak can be enhanced. The portapak is adaptable to a greater number of
special effects than is usually recognized. Children can be introduced
to in-camera editing; fading up, down and out with the aperture ring;
creation of a lap dissolvelike effect by defocusing one image and then
focusing on another. They can also be taught simple tilting techniques;
the animation of projected slides; the use of inexpensive screw-on
lens attachments; and the use of cones of construction paper wrapped
around the lens to create isolated shots. This is a good time to intro-
duce sound dubbing techniques. Each technique should be introduced in
a way that enables children to see how it can be used to communicate
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more powerfully rather than as a series of gimmicks.
One purposeful introduction to audio dubbing is a more sophis-
ticated variation on the video autobiography exercise described by
Laybourne (1974, pp. 43-44). Children create audio-video "portraits"
of their classmates. Grouped in pairs, the children conduct three-
minute interviews on audiotape, each of which is then edited down to
one minute by selecting the most important portions of the interview
and physically splicing the tape. Following this, the interviewer plans
(either mentally, by scripting, or by storyboarding) a visual accompani-
ment to the exact length of the edited audiotaped interview, and pro-
ceeds to videotape according to plan. The edited audiotape is then
dubbed onto the videotape. For variation, other audio material can
be added, titles can be recorded at the beginning or the end of the
videotape, or the process can be reversed; that is, the children can
do the video first and add an audiotaped sound track afterward. This
exercise gives children direct experience of the added power of com-
munication that comes from the juxtaposition of more than one medium
to communicate a single message. It also teaches them how to dub an
audio track onto videotape. In addition to the publication by Moriarty
alluded to earlier, a sequel to that publication by Moriarty and
Livesley (1973) and Anderson's The Electric Journalist (1973) are
particularly helpful to the teacher introducing simple special effects
techniques to his elementary classroom.
Applying television production to the curriculum . The introduct-
ory activities described in the preceding pages will provide ample
television production to occupy most fourth grade children from the
270
beginning of the school year until the Christmas break. By January,
however, the children’s familiarity with the basic production tech-
niques should be such that the teacher can shift the focus of activity
from skill-building to curricular application. Activities, however,
should still be limited to portapak production with very simple accessor-
ies for special effects. No moves should be made in the direction of
producing materials for cable TV telecast. This should wait until
the second year of classroom implementation in order to allow the
children to gain a thorough familiarity with many facets of television
production without the added pressure of producing programs for wide
public exposure while they are still learning basic skills and applica-
tions.
Language arts . One of the more obvious connections between
television production and the curriculum is in the language arts. The
connection can be deliberate or incidental. As soon as each child has
mastered the elementary television production skills, he should be
introduced to script writing, storyboarding, and scenario writing
techniques, and the purposes of each should be made clear. The pupils
should be encouraged to use and refine their research skills for
television production, including the culling and presentation of infor-
mation from other sources, many of them print. They should be helped
to develop an effective on-camera presence. Information on the func-
tion of the television scriptwriter and sample script forms can be
found in Appendix A. Countless books on film making describe the
purposes and procedures of storyboarding; one of the best for elementary
school teachers is Kuhn and Stanley’s Exploring the Film (1968).
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Insofar as television production requires scripting, research,
reading and vocal presentation, it enjoys an integration with the
language arts. Deliberate and direct connections can be made, however.
Moriarty suggests that script writing for video can be introduced and
used to give life to poetry. A poem is written on the audio column
of a television script, and the children are asked to fill in the video
column with descriptions of visuals appropriate to each line. They
then attempt to videotape the visual images they have described on the
script. The audio script is then dubbed onto the sound track of the
videotape as the visuals are played back through a monitor. Haratonik
(1974a) describes a video procedure to improve reading. He proposes
that a class of elementary school children spontaneously videotape a
field trip or an in-school event. Upon their return to class, the
children verbalize the action as it is played back, dubbing it onto
the audio track of the tape. On playing back the dubbed tape, the
children’s commentaries are transcribed onto an "experience chart"
which then becomes a classroom "reader" illustrated not by drawings or
photographs, but by videotapes they themselves have created. Haratonik
suggests that experience charts can also be used to develop vocabulary
"banks" for individual children which can, eventually, be used for
subsequent script writing activities.
Social studies . An almost limitless variety of community-based
social studies activities can be developed. Some of the activities
can grow out of existing curriculum materials, others from the exper-
iences and interests of children in their communities, and still others
from the local news media. Television offers an unparalleled
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opportunity to connect the classroom with the resources outside the
school. For example. The New York Times publishes elementary school
units on drugs and race relations. Both of these issues affect most
North American communities. The few children who have not come into
direct contact with these problems have certainly learned of them
through the popular media. Interviews can be conducted with people
who have used drugs, and with teachers and community action people who
deal with the problem. Concrete and useful information affecting the
lives of children can be researched and reported in fresh and honest
ways.
Science and mathematics . Work on science and mathematics in the
open classroom can be televised in ways that are informative and amus-
ing for other children. A range of experiments and how-to-do-it
projects— from making battery-operated doorbells to blocking out
geometric shapes for quilt-making—can be conducted on camera. Lessons
for peers and younger children can be created with weights, balances
and repeating patterns. The Nuffield maths projects are particularly
well-suited for this sort of activity. Quantitative information can
be conveyed through the creation and the televising of graphs (which
also contain elements of art), and television units on such scientific
and mathematical themes as time, motion and power can integrate a
variety of phenomena.
Television production involves mathematics and sciences in ways
that have nothing to do with what is produced on camera. The technical
requirements of production involve principles of light and sound, chem-
istry and physics. Scripting and editing require the calculation and
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organization of time. Aspect ratios for the construction of sets and
graphics have to be calculated and measured. The technology of tele-
vision production can be explored to whatever degree of complexity is
appropriate to the ability and interest of each child.
Arts, movement and music
. Television production can enhance
activities m physical education, the visual and dramatic arts, movement
and music. A number of books on improvisational drama have been
published from which television production activities can be developed.
Elementary school teachers might find Bamfield's Creative Drama in
Schools (1968), Cheifetz ' s Theater in My Head (1971), Spolin's
Improvisation for the Theatre (1963), and Way's Development through
Drama (1967) especially useful. Graphic work is needed for productions
of all sorts. Television production not only can give a purpose and a
context for artistic activities, it can also be used to display the
arts in their own right. Exhibits of painting, sculpture, photography
and the other visual arts can be combined with on-camera reports and
interviews with pupil-artists.
Haratonik (1974b) describes a procedure by which children can
use television to develop their understanding and appreciation of
music and movement. Children are asked to convey emotions nonverbally
(with facial expressions, body movement, or some combination). These
expressions are videotaped without a sound track. On playback, the
children, with their teacher's help, identify music (or some other
nonverbal sound effect) to go with the visually-communicated feeling.
Following this, a final videotape is recorded integrating the identi-
fied sound with the video. Follow-up activity is directed toward
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analyzing the reasons why the selected music enhances (or fails to
enhance) the feeling visually communicated on videotape. Discussion
of the way in which music communicated nonverbally can be extended to
an analysis of other forms of nonverbal communication. Other questions
can be pursued. For example, why and how does music encourage dance?
How are music and dance classified according to type? Other activities
can be designed to integrate this exercise with other curricular areas.
The historical context of the selected music can be explored. Plays and
stories to act out to the music can be written. As Haratonik suggests,
"The portapak role here is to serve as a mechanism for feedback and
reflection" (p. 41).
Every job for every child . All children should be exposed to
each of the portapak production jobs, both technical and nontechnical,
so that they can develop the comfort to work with any job they may be
called on to perform. A careful and continuing record of which chil-
dren are doing which jobs should be kept for this purpose. Children
should also be given some choice in deciding which jobs they will do,
but not at the expense of exposing each of them to all television
production functions.
Parents and community . As portapak production is being worked
into other curriculum areas, efforts occur simultaneously to make con-
nections with parents and the community. A useful and detailed article
on the extensive involvement of community people in and out of the
school building to explore, through television production, issues be-
hind skyrocketing food prices has been published by LeBaron (1974b).
Field trips to grocery supermarkets, portapak and TV studio interviews
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with consumers, consumer advocates, food distributors and nutritionists
are suggested, as well as on-camera cooking demonstrations using inex-
pensive but nutritious food. The separate components of this produc-
tion are edited together to create a television program for local
cablecast
.
Haratonik (1974c) describes a Center for Understanding Media
project in New York City’s P. S. 75, coordinated by Teri Mack. Ms.
Mack has given a high priority to the involvement of local parents in
the affairs of her work by creating, on her own initiative, regular
afternoon and evening video production workshops. She has reported
an enthusiastic response by parents who are also encouraged to check
out the equipment during non-school hours to work on school-related
projects. One of the most significant spin-offs of Ms. Mack's parent
involvement program is the build-up of parent pressure on the local
school committee to acquire enough television production equipment so
that her project can flourish after the withdrawal of the support of
the Center for Understanding Media. The implementing LTV teacher and
graduate assistant may not have the energy to pursue such an extensive
program of parent involvement because the burden of curriculum develop-
ment and application will be heavy. However, the participation of
parents as resources and bridges to other resources should be energetic-
ally pursued, even if at a somewhat less ambitious level.
Parents can be directly involved in project activities. As the
CVT experience demonstrated, parents actively desired the opportunity
to participate in project events. At the most basic level, such par-
ticipation can take the form of specific invitations to individual
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parents to visit the classroom or go on field trips while project
events are taking place. However, more can and should be done.
Parents can act as valuable resources to the project. Fathers and
mothers in interesting vocations are well-placed to host portapak-
totmg children at their places of work or to bring their worlds of
work to the school. Pupil-conducted television production workshops
can be organized for parents in much the same way as CVT organized a
workshop for adults in the project television studio (see pages 112 -
113). As the project grows and the children develop their skills and
confidence, responsibility for the regular parent workshops of the
type Ms. Mack coordinated can be assumed more and more by the children.
A committed and well-organized group of parents, even if it is small,
can contribute to project morale during times of difficulty or tempo-
rary failure, and can act as a liaison between the project and other
important community resources.
Another facet of parent involvement can be encouraged by using
television to report to them individually on their individual children
and collectively on the life of the classroom as a whole. During the
first year of implementation, local cable television systems could be
put to good use for such collective reporting. Representative samples
of children's work can be stored and shown to parents at school festi-
vals, PTA meetings, or at other appropriate times. Television can give
parents a pictorial view into the classroom that would not be possible
through any other reporting medium.
Learning contracts . A now common educational practice is the
use of the learning contract. The contract not only provides for
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continuing, accurate, individualized record-keeping, but it also
encourages decision-making among children, puts them in negotiating
positions, and encourages them to plan their own learning activities.
Television production is particularly well-suited to contract work.
The nature of the contract will depend on the preferences of the
individuals involved, but open classroom practice suggests that they
should be flexible enough to account for unpredicted experience.
Verbal contracts may suffice for simple activities, but they should
make clear what activities are to be undertaken, who is to undertake
them and with whom, what the roles of the various participants are to
be, how long the contracted work should take, and what the contracted
work should accomplish. Provision should always be made for diver-
gencies, and for a clear assessment procedure to determine whether or
not the stated purposes of the work have been accomplished. If stated
purposes have not been achieved, there should be room for alternative
purposes to be stated and assessed. It is particularly important for
the contract to describe the stated and achieved connections of the
television production work with other curriculum activities where such
descriptions are appropriate.
Diagnosis and evaluation . The use of learning contracts pro-
vides a means for the diagnosis of individual learning needs and the
evaluation of activities undertaken to meet them. Other paper-and-
pencil procedures can also be helpful. Portfolios should be maintained
by the teachers for each child. They should be kept updated and con-
tain, in addition to completed learning contracts, continuing anecdotal
records of children’s diagnosed needs, activities and levels of
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performance in all project-related activities. The children them-
selves can contribute to their portfolios. It makes sense to integrate
project diagnosis and evaluation with the general record-keeping activ-
ities of the classroom. If this is done, an active collaboration
between the teacher and the graduate assistant will be reasonably well
assured. Furthermore, integration of LTV curriculum activities with
the larger classroom curriculum naturally implies the integration of
record-keeping activities.
To confine diagnostic and evaluative activities to paper-and-
pencil procedures, however, is to ignore one of the most powerful
contributions video can make to the elementary school curriculum.
Petner and Sherwood (1974) suggest the use of the portapak for the
specific purpose of recording the activities of individual children
and groups of children for post hoc analysis and reflection on the
progress and needs of each child. The teacher and graduate assistant
can, because they are a team, devote some time to using video in this
way. The other demands on the equipment will be such, however, that it
can only occasionally be used in this way, despite its value as a
strategy for observation, diagnosis and evaluation.
Video can contribute strongly to pupil self-evaluation. (Please
see pages 140 - 141 for description of procedures used in CVT for
pupil self-evaluation.) The immediate replay and self-analysis of
children's activities in the rehearsing of classroom plays and panto-
mime has proved infinitely more effective, according to a teacher in
Toronto with whom I have worked, than adult commentary and criticism.
His pupils were always quick to pinpoint areas for the improvement of
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their own performances, which they then put into practice immediately
following replay and reflection. Since this use of video for evaluation
is more directly connected to child-production, the teacher and grad-
uate assistant can devote substantially more time to it than to the
procedures suggested by Petner and Sherwood.
Because the LTV project is flexibly scheduled into classroom
space and time, blocks of project time for individual children can be
scheduled to include the time needed for effective replay and reflection.
can be taken as an ironclad rule that pupil videotaping activities
should always include time for this purpose. During the replay of
children's tapes, the procedures described earlier in Chapter III can
be used or adapted for local circumstances. (For example, children
can be put into groups that are likely to be mutually supportive. They
can be restricted to commenting only on their own work, to introducing
their comments on peers' work with a positive remark, and to putting
all comments in a formative context.) The implementing personnel
should remain sensitive to the power of video feedback, which can be
negative as well as positive, and should protect children from its
potential brutality. Replay and evaluation activities should be care-
fully structured so that individual children are put into situations
that take advantage of video's capacity for presenting the reality of
one's own behavior, but in a way that the presentation of reality helps
children grow.
Videotapes of certain activities can be stored for short periods
of time so that they can be compared with subsequent, and supposedly
more sophisticated, videotaped performances of the same activities.
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This gives children concrete evidence of the ways in which their work
is developing. In the lengthy practice and rehearsal of a difficult
play, for example, it is often difficult for the child to recall the
quality of his performance at the very beginning, and it is easy to
become discouraged about a perceived lack of progress. A study of an
old videotape can help put this frustration in its proper perspective.
Naturally, this tactic for self-analysis is primarily useful where a
performance is involved; it will not be so useful for community activ-
ities, interviews, and other "one shot" videotaping activities.
Even one shot productions should be immediately replayed and
analyzed. Although an interview with a supermarket store manager, for
example, is difficult to do a second time, the videotape can still be
assessed with a view to improving the content and style of the inter-
viewer's performance. The appropriateness of his questions, the extent
to which he omitted important questions or included trivial ones, and
the continuity of his style can be examined for the purpose of honing
the interviewer's skills for another crack at the job under different
circumstances
.
The research program described earlier constitutes a most impor-
tant facet of project and child evaluation. The research program is
intended to provide data that will allow some defensible generaliza-
tions to be made about the relationship between child-created television
in the elementary school curriculum and the affective and cognitive
development of children.
Concluding note . The activities described in the preceding
pages are intended only as a set of guidelines for the first year of
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LTV implementation which is to take place at the fourth grade level.
Some of the activities described, however, will be adapted to the
children at the higher grade levels. Some teachers might not wish to
follow the sequence of activities suggested; they may decide to begin
the curriculum application of child-created television before instruc-
tion in the fundamental skills is completed. They may wish to move on
to more advanced activities with certain children than those advocated
here.
During the second two years of implementation, the children
move on to more sophisticated levels of television production activity.
Because the project curriculum is so strongly integrated with the
classroom curriculum, the nature of the advancing sophistication with
which the children work is in large measure determined by the unfold-
ing development of their day-to-day curricular activities. They are,
however, introduced to more advanced procedures of television production
and new concepts of visual communication. At the fifth grade level,
some children begin their own production for cable TV broadcast, and
must learn the disciplines and techniques associated with designing
and packaging messages that communicate effectively within fairly
precise time periods. They must also learn to meet broadcast deadlines.
From the single camera portapak activities of the first year,
children move on to two camera systems, switching, editing, and, if
the equipment is available, electronic special effects. As was the
case with portapak production, these more sophisticated activities ate
not pursued for their own sake, but for the sake of more effective
communication and learning. Although the effort devoted to basic
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introductory technical instruction and communications exercises which
characterize the early phases of the first year of instruction is not
so extensive during the second two years, some time is set aside for
this purpose. Bent’s exercises for two camera systems can be intro-
duced early in the second year, other exercises devised locally can,
with Bent's exercises, contribute to the developing visual literacy of
the project children beyond the levels of the first year.
During the second LTV year, the curriculum can begin to explore
in greater depth the aesthetics of television production. The aes-
thetics approach provides a context within which video editing and
special effects can be considered and practiced, and provides a logical
extension of the activities of the first year that were designed to
promote an awareness of some of the basic principles of motion picture
(television and film) grammar. Lopate (1974) urges attention to the
aesthetics of television production by elementary school teachers. He
is particularly concerned with the divergencies between the aesthetics
of video and film. Lopate’ s general comments suggest possibilities for
the local teacher development of concrete exercises to sharpen children's
awareness of video aesthetics, exercises which can serve as useful
extensions of the video "vocabulary building" exercises of Bent.
Turning toward more sophisticated television production activ-
ities after the initial year does not imply turning away from the
portapak. A significant portion of the work undertaken by the children
will be particularly well-suited to portapak work, especially in the
community, the importance of which is not diminished during the last
two project years. Indeed, the "studio" with which the children begin
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to work in the second year is not a regular studio in a fixed location,
but an interconnected set of components based on the portapak system;
two portapak cameras, a camera switcher, and a videotape deck. This
system can be broken down into its individual components for completely
portable use or combined to create a simple "studio" capable of
operating virtually anywhere, indoors or out. Unlike the complex
studio, it has the added advantage of being composed of equipment that
teachers and children can easily use. Ultimately, a legitimate place
for child-created television in the curriculum will be better assured
if teachers are free to devote more energy to making the appropriate
connections between the two than to trying to learn the complicated
technical procedures associated with television production in the con-
ventional studio.
In the second year of implementation, the children should begin
assuming progressively greater responsibility for the care and simple
maintenance of the equipment. They learn how to keep the audio and
video recording heads clean, to govern the equipment check-in and
check-out system, and make sure that it is properly stored and locked
up when not in use. Obviously, the children will need some supervisory
support from their teachers and the project personnel, but they should
be led to the exercise of as much authority and responsibility as they
can handle.
Whatever the ways in which video is integrated into the ele-
mentary school curriculum, its survival will depend on the degree
to
which teachers internalize the attitudes and behaviors necessary
to
make the use of video a fully-fledged part of their professional
284
repertoires. Strickler (1974) describes his work in a New York City
elementary school. "We are gradually working ourselves out of a job
and that's fine! For video to be viable, it must be used internally"
(p. 64) . This point has already been made repeatedly in this disser-
tation. It is so important, it is worth reaffirming again. LTV
intends not only to work itself out of a job, but also to provide
teachers and school systems with some resources and procedures that
will not only ensure the survival of a child-created television cur-
riculum in the implementing classrooms, but to promote its installation
throughout the implementing system by teachers who will adopt it on
its merits for their own purposes and for the learning needs of the
individual children in their own classrooms.
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Rapunzel/Amherst Junior Hockey
Intro
DIRECTOR
BLACK ON LINE
Cl MEDIUM SHOT TALENT
C2 GRAPHICS
READY AUDIO
READY VIDEO
READY TO ROLL TAPE
ROLL TAPE
FADE IN AUDIO
- TAKE 2
OPEN BOOM
TALENT
10 sec.
FADE OUT AUDIO
L TAKE 1
CUE TALENT Hello... And welcome to another really
exciting children's video theater broad-
cast... I'm John Lawall, and today we
shall see a fractured fairy tale—Rapunzel.
We will also have some real action as
roving reporter—Pete Welch—interviews
a hockey coach, some players, and to top
it off, we will see a drill with the
superstars
.
And now—the first part of our show
—
the fabulous fractured fairy tale,....
Rapunzel.
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DIRECTOR TALENT
FADE IN MUSIC
TAKE 2 (FLIP CARDS)
FADE OUT MUSIC
FADE TO BLACK
(Edited insert.
Script attached)
FADE IN MUSIC
FADE TO Cl
(fade OUT MUSIC
(CUE TALENT
And now! Our roving reporter, Pete
Welch, at the Orr Hockey Rink at Amherst
College.
BLACK ON LINE
FADE IN MUSIC
FADE TO Cl
(Edited insert of
impromptu performance;
no script)
FADE OUT MUSIC
CUE TALENT Thank you very much, Peter. This has
been the third showing of the Children's
Video Theatre. We hope you have enjoyed
the show. This is John Lawall for the
C.V.T. team saying good-bye until our
TAKE 2
FADE IN MUSIC
FLIP CARDS
next program.
FADE OUT MUSIC
FADE TO BLACK
THANK YOU! END OF SCRIPT
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TIME DIRECTOR'S COMMANDS
BLACK ON LINE
Cl CU PUPPET STAGE
C2 MS PUPPET STAGE
READY TO ROLL TAPE
READY AUDIO
READY VIDEO
TALENT'S SCRIPT
0:00 ROLL TAPE
FADE IN MUSIC
OPEN BOOM
FADE OUT MUSIC
CUE TALENT
0:06
FADE IN C2
Rapunzel
This is the story of Rapunzel
(all other characters bow and leave)
0:07 TAKE 1
CUE TALENT
(Bedroom-I)
Wife
moan
,
groan
,
ohhhh
Husband
What's wrong, my dear
Wife
(gives him a look) I'm so sick I
can hardly move and the only thing
that can save me is (a short pause)
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rampion from the witch's garden.
Husband
I'm not going to risk my neck for a
little rampion...
0:30
FADE IN VERY SOFT MUSIC
FADE TO BLACK
Wife
(Jumps up, shakes fist)
OH YES YOU WILL!!
Husband
FADE OUT MUSIC
STOP TAPE
Oh, oh yes dear
READY TO ROLL TAPE
READY AUDIO
READY VIDEO
yes
II
dear, right away.
Cl CU
C2 MS
0:00 ROLL TAPE
FADE IN MUSIC
OPEN BOOM
FADE IN Cl
CUE TALENT
FADE OUT MUSIC
Na rrator
That night the husband snuck into
the witch's garden and stole the
rampion. The same thing happened
the next night. The wife was sick
again. The husband tried it once
more. It was all going fine until
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Witch
Ah ha! Naughty naughty. Tisk tisk
tisk. You're not supposed to be
here
!
Husband
Yeh well but ah er um urn
0:30 TAKE 2 MS
Witch
I think I'll sick my fire breathing
rats on you. How about turning you
into stone. No that's not good
enough for you. HOLD IT! (Loudly)
I do not even know what you are do-
ing here.
Husband
My wife, she's addicted to rampion
and if I don't get these to her...
It's no desert for the rest of the
week.
Witch
Well I would just let you have my
rampion but we have to make this
story more exciting, so how about
if you give me your first bom kid
and I'll give you all my rampion, ok?
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0:45 FADE TO BLACK
STOP TAPES
READY ALL AROUND
Cl cu
C2 MS
0:00 ROLL TAPE
FADE IN MUSIC
OPEN BOOM
FADE IN Cl
CUE TALENT
FADE OUT MUSIC
0:07 DISSOLVE TO C2
Husband
That's just great, perfect.
Witch
You know I'm really not as bad
I look, I'm worse!
Ill (castle)
as
MS
Narrator
This agreement didn't work out until
they had a child. They were so
glad to get rid of her that the
husband gave the witch his weekly
allowance— 50c. The witch named
the child Rapunzel. Rapunzel is now
12 years old.
Witch
I'm going to put you in this tower
for safe keeping. You're getting
to be a pest.
332
Script No. 3, Rapunzel
Narrator
0:30 CU Cl
Now this tower Rapunzel was in had
no door or staircase so the witch
climbed up on Rapunzel* s hair to
get into the tower.
Witch
Rapunzel, Rapunzel let down your
hair.
(witch goes up tower, leaves food,
leaves tower)
Prince
Rapunzel, Rapunzel, let down your
hair. (Rapunzel makes a queer face
at prince)
Rapunzel
!
Rapunzel
What
!
Prince
Will you marry me?
Rapunzel
Why would I want to do a thing like
that for. I want to finish college
first.
333
Script No. 3, Rapunzel
Prince
But how are we going to live happily
ever after?
Rapunzel
How are we going to get out of here?
Prince
0:40 DISSOLVE TO C2 MS Well, during the day I could bring
you pieces of silk. You could tie
them together and make a ladder and
climb down.
Rapunzel
Why come during the day?
Prince
I can't come during the night
because I'm not allowed out after
0:30
FADE
FADE
FADE
STOP
IN SOFT MUSIC
TO BLACK
OUT MUSIC
TAPE
7:00. The witch will be here at
night anyway.
READY ALL AROUND IV
Cl CU
0:00 ROLL TAPE
FADE IN MUSIC
OPEN BOOM
FADE IN Cl
CUE TALENT
FADE OUT MUSIC
Witch
Rapunzel, Rapunzel, let down your
hair! (witch climbs up)
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Rapunzel
Your much heavier than the prince,
(gasps)
Witch
C2 MS
0:10 TAKE 2
0:15 Cl CU
TAKE 1
0:20 TAKE 2
You mean a prince has been here!
Well, you made a big bobo—now I'm
going to punish you. (cuts off hair)
Now climb down and stay down.
Narrator
Rapunzel was banished from the tower
and sent to the other side of the
woods. The prince had quite a
surprise waiting for him at the
tower.
Prince
Rapunzel, Rapunzel, let down your
hair. (The witch throws down Rapunzel'
s
hair) (Prince climbs up)
ECK! (makes face)
Witch
Same to you. (Prince jumps out of
tower, lands in bush) Ahhhh! I'm
blind.
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READY ALL AROUND
Cl CU
0:00 ROLL TAPE
FADE IN MUSIC
OPEN BOOM
FADE IN Cl
CUE TALENT
FADE OUT MUSIC
0:04 C2 MS
TAKE 2
TAKE 1
0:15 Cl ZOOM OUT TO MS
FADE IN MUSIC
V (woods)
The prince and Rapunzel wandered
around in the woods for 3 months
living on roots and berries looking
for each other. Finally the prince
heard a familiar voice.
Rapunzel
Well at last I found you!
Prince
What do you want me for?
Rapunzel
You forgot already! We have to get
married and live happily ever after!
Prince
Oh yeah. First fix my eyes then we
will live happily ever after, ok?
Rapunzel
Fine.
Narrator
Rapunzel took a stick and rubbed it
over the prince's eyes and then they
336
Script No. 3, Rapunzel
walked off. And they lived
happily ever after.
0:20 FADE OUT MUSIC
FADE TO BLACK
STOP TAPE
CVT Script No. 4
The Amazing Adventures of Dr. Omega
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BLACK ON LINE
Cl ON NARRATOR
C2 ON TITLES
READY AUDIO
READY MUSIC
READY TO ROLL TAPE
ROLL TAPE
FADE IN MUSIC
r-FADE TO C2
5 sec.
OPEN BOOM
FADE TO Cl
CUE TALENT
C2 GET SHOT OF DR. OMEGA
DISSOLVE TO 2
Cl GET A WIDE SHOT OF
THE WHOLE LAB.
TALENTS' SCRIPT
Narrator (slowly)
We are in the laboratory of the amazing
Dr. Omega!
Dr. Omega (speaks very slowly)
At last . . . the ultimate power! Now I
can return to my own planet, omega, which
by some weird coincidence is named after
ME ! . . . Now, I must find two assistants
. . . but they must be young, for although
I'm a man of 275 going on 276, I'm not as
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TAKE Cl
TAKE C2
TAKE Cl
TAKE C2
FADE TO BLACK
FADE IN MUSIC
FADE OUT MUSIC
STOP TAPE
CHANGE SCENES
BLACK ON LINE
Cl ON MELVIN AND CHARLIE
C2 ON EGORY AND OMEGA
young as I was 110 years ago!
. .
EGORY ! EGORY ! Come here!
(Egory walks in)
Egory
Yes, master?
Omeag
Egory, quickly go get the invisible
potion.
E
-g°ry
Yes, Master
(walks out, then returns with a vial
containing the potion)
Here, Master.
Egory (slowly, grinning)
Now! ... to disappear !
READY MUSIC
339
Script No. 4, Omega
READY TO ROLL TAPE
ROLL TAPE
FADE IN MUSIC
FADE IN Cl
j
(Melvin and Charlie pretend to be holding
a conversation.)
FADE OUT MUSIC j
OPEN BOOM
CUE NARRATOR Narrator (off camera)
Dear television viewers you are now look-
ing at Melvin and Charlie, Dr. Omega's
two new assistants.
CUE CHARLIE
j
Charlie
Hey Melvin!
Melvin
Yeah Charlie? (They continue to talk very
! softly, ad-libbing, then stop)
SUPERIMPOSE Cl AND C2
ll
Omega
Look! Egory! Look at those two fools
;
over there!
!
Egory
1,
Yes Master, I see them.
Omega (sneers)
Perfect for my voyage!
(turns toward Melvin and Charlie)
Hey kids
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READY TO ROLL TAPE
ROLL TAPE
Cfade TO Cl
(CUE TALENT
TAKE 2 (A MOMENT AFTER
DR. OMEGA BEGINS TALKING)|
TAKE 1
BEGIN THUMPING ON MIC.
TAKE 2 (5 sec.)
TAKE 1 (5 sec.)
THUMP ON MIC. FASTER
TAKE 2 (4 sec.)
TAKE 1 (4 sec.)
THUMP ON MIC. FASTER
TAKE 2 (3 sec.)
TAKE 1 (3 sec.)
THUMP FASTER
TAKE 2 (2 sec.)
TAKE 1 (2 sec.)
FASTER
TAKE 2 (1 sec.)
Charlie (pointing, looking scared)
W-h-h-h-a-a-a-t
' s t-h-h-a-a-t !
?
Omega
It's ICK, the horrible monster who lives
only to terrorize and destroy adopted
freely from the sound of music.
Egory
Look! It’s coming closer, closer. It's
opening its mouth.
(ICK pretends to move toward ship)
Egory, Charlie, Melvin, Omega freeze . .
look terrified
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TAKE 1 (1 sec.)
TAKE 2 (1/2 sec.)
TAKE 1 (1/2 sec.)
(1/2 sec.)
(1/2 sec.)
(1/2 sec.)
(1/2 sec.)
FAST FRENZIED THUMPING
SUPERIMPOSE
DO A WHITE MATTE
CUT TO BLACK
TAKE 1 AS SOON AS NARRATOR
IS ON CAMERA
CUE NARRATOR
FADE IN MUSIC
FADE TO BLACK
FADE OUT MUSIC
(Somebody screams in studio)
Narrator quickly comes on to camera one.
Narrator (pause a long time between sentences)
Will Charlie panic? . . . Will ICK gobble
them up? . . . For the answers to these
and other idiotic questions, stay tuned for
part 2 of "The Amazing Adventures of Dr.
Omega.
"
CHANGE SETS
BLACK ON LINE
C2 ON TITLE
Cl ON SPACE SHIP
PART II
343
Script No. 4, Omega
READY TO ROLL TAPE
ROLL TAPE
<TAKE C2
£cue NARRATOR
DISSOLVE TO Cl
C2 GET SHOT OF ICK
TAKE 2 (AFTER CHARLIE
SAYS "LOOK!")
TAKE 1
CUE DR. OMEGA
Narrator
Well, dear friends, here we are again.
Now you will find out what happened to
Dr. Omega and his three stooges.
Omega (in great panic)
Let’s get out of here! Full speed ahead!
Charlie
Look! . . .He’s turning around
( ICK schould turn toward camera 2)
(People in studio make weird sounds while
ICK moves)
Omega (as though he’s made a great discovery)
Just as I suspected. . . . He’s not an ICK,
he’s a chicken! .... Melvin ! ! ! Turn on
the Num ! !
Melvin
Turn on the what!?
Omega
The Nurn!
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FADE TO BLACK
+
3 seconds
i
FADE TO Cl
THUMP MICROPHONE
FADE TO BLACK
FADE TO Cl
Cl ZOOM OUT
C2 GET CLOSE-UP
TAKE C2
:t
TAKE Cl
OF MELVIN
Charlie (pointing)
You mean this thing?
Omega
Certainly, you fool! (Charlie turns it
on)
Es° ry
Master! Look out there! It's the planet
Glung!
Omega
Prepare to land!
(Turn ship around)
(Egory and friends get out of space ship.
Glinks walk into picture)
Glinks
Glink! Glink! Glink!
Melvin
Look! Mindless creatures who rule over
this land with poisonous air.
Omega
Egad! We’ve landed in New York City! I
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was here 170 years ago, and if I'm not
mistaken, these glinks have the power to
hypnotize people!
Charlie (in great terror)
What are we going to do?
TAKE 2 (ON MELVIN) Melvin
As for me, I'm not really mild-mannered
Melvin . . . I'm really Captain Clog. . . .
Faster than a speeding building . . .
Stronger than a flat cockroach . . . Able
to look through a glass window at a single
glance.
FADE TO Cl Egory
What are you going to do?
i Melvin
! The only thing a man in my position can
do , FAINT!
Cl ZOOM IN ON NARRATOR (They all freeze. Narrator walks on camera)
i
Narrator
|
Will Captain Clog faint? Will the glinks
I gobble them up? Why wonder? For that
( matter, why ask? Anyway, stay tuned for
' the conclusion of "The Amazing Adventures
1 of Dr. Omega."
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FADE IN MUSIC
FADE TO BLACK
FADE OUT MUSIC
BLACK ON LINE
Cl ON SPACE SHIP
C2 ON SMALL SHIP
READY AUDIO
READY TO ROLL TAPE
ROLL TAPE
Ctake Cl
/CUE NARRATOR
C2 ON TITLE CARDS
Narrator (walks on Camera 1)
In order to escape the gory glinks, our
brave friends all returned to their space
ship as fast as they could. BUT . . .
the space ship is having trouble. The
cunning Dr. Omega, however, has a plan
of his own.
(Narrator walks off)
Omega
You must leave me now, for the only way
I can get to the planet Omega is to go by
myself. (Omega leaves) (Everyone else
freezes)
(Narrator walks on Camera 1)
Script No. 4, Omega
CUE NARRATOR
DISSOLVE TO C2
FADE IN MUSIC
FLIP CARDS
FADE TO BLACK
FADE OUT MUSIC
Narrator
Was that the end of Dr. Omega? Tune in
on Friday night, dear friends, in the
year 2001. Check your local TV listings.
Thanks for watching!
STOP TAPE
CVT Script No. 7
A Look at Cat's Cradle
(For Single Camera Portapak)
348
VIDEO DIRECTIONS TALENT'S SCRIPT
CAMERA ON TITLE. SET AT BLACK
ROLL TAPE
FADE IN PICTURE FROM BLACK
(USING F STOP LENS RING)
5 seconds
FLIP CARD (5 more seconds)
FADE TO BLACK (USING F STOP
LENS RING)
SET CAMERA UP IN WFCR STUDIO
FACING AWAY FROM THE WINDOW
GET CU DAVID HINKEL
SET CAMERA AT BLACK
READY TO ROLL TAPE
ROLL TAPE
FADE IN PICTURE
CAMERAPERSON CUE DAVID
SEATED AT TABLE. ROBIN,
NICK AND KIM SIT NEAR HIM.
GLENDA SITS BESIDE HIM.
CAMERA ZOOM OUT TO GET
SHOT OF ENTIRE GROUP.
David
Hello. My name is David Hinkel.
Welcome to another production
of Children's Video Theatre. Today
we thought it would be fun to visit some
other kids our age who produce their own
programs for radio, and find out if
they do the same things we do when we
produce TV programs. First, I would
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like you to meet the other CVT kids who
are with me today.
Robin
Nick
And I am Nick Shippey
Kim
My name is Kim Ashley
David
We’re all from Team IV in Mark's Meadow.
On my right (or left) is Glenda Henery
who directs this radio program which is
called Cat's Cradle . Glenda, could you
briefly tell us what Cat’s Cradle is all
about?
Hi. I’m Robin Cushman
CAMERA SLOWLY PAN AND ZOOM
IN ON GLENDA AS SHE IS
TALKING
Glenda
(Answer)
WHEN SHE IS FINSISHED,
LEAVE CAMERA ON HER FOR
ABOUT 5 SECONDS, THEN CUT
TAKE A BREATHER!
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RE-GROUP AROUND THE TABLE
DAVID SITS IN THE CENTER
OF A GROUP OF CAT'S CRADLE
KIDS
CAMERA GET CU DAVID
ROLL TAPE
CUE DAVID David
Thanks Glenda. Now, I would like all of
SLOWLY ZOOM OUT TO GET
SHOT OF WHOLE GROUP
the Cat's Cradle kids to introduce them-
selves.
CAMERA FADE TO BLACK. LET
VTR RUN FOR 5 SECONDS
EACH CAT'S CRADLE MEMBER INTRODUCES SELF
BY FIRST AND LAST NAME AND ADDRESS (My
name is . I live at
Street in
LAST CAT'S CRADLE KID TO INTRODUCE SELF
SAYS: Now, we'd like to show you how we
record a radio program.
CAT’S CRADLE KIDS GET
READY TO "RECORD" A RADIO
PROGRAM
Cat's Cradle Kids
(Conduct selves as for a formal, final
CAMERA GET LS OF WHOLE
TABLE (IT MAY BE NECESSARY
TO MOVE THE VTR AND CAMERA.)
GET AS MANY OF THE KIDS FAC-
ING CAMERA AS POSSIBLE.
tape recording session. Do about five
minutes)
FROM TIME TO TIME, ZOOM IN
ON PEOPLE TALKING, AND PAN
FROM PERSON TO PERSON, THEN
GET LS AGAIN.
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FADE TO BLACK. LET VTR RUN
FOR ABOUT 5 SECONDS
MOVE EQUIPMENT TO THE
CONTROL ROOM
GET A WIDE SHOT OF AS MUCH
OF THE CONTROL ROOM AS
POSSIBLE.
ROBIN GETS CLOSE TO THE CAM-
ERA (HEAD & SHOULDERS SHOT)
SET CAMERA AT BLACK
ROLL TAPE
FADE IN PICTURE
CUE ROBIN (CAMERAPERSON) Robin
Hi. We have left the radio studio,
and are now in the control room where all
the important recording and broadcasting
equipment is located. This Is
CAT'S CRADLE "TOUR GUIDE"
ENTERS THE PICTURE BESIDE
of Cat's Cradle who is going to give you
ROBIN a short guided tour of the room.
ROBIN EXITS, LEAVING CAT'S
CRADLE HOST OR HOSTESS TO
Cat's Cradle Kid
CONDUCT THE TOUR
OCCASIONALLY THE CAMERAPER-
SON MIGHT GET A CLOSE UP OF
SOME EQUIPMENT BEING DEMON-
STRATED, BUT NOT TOO OFTEN.
ComlurlH^a^^
AT THE END OF TOUR, ROBIN
COMES RACK INTO THE PICTURE Rob 1 n
Thanks for the tour,
_
.
•
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I thought it was interesting, and 1
learned a lot about how a radio program
is tape recorded.
FADE TO BLACK. LET VTR
RUN FOR ABOUT 5 SECONDS
RE-LOCATE IN STUDIO
DAVID AND ROBIN SIT AT
TABLE WITH CAT'S CRADLE KIDS
TO CONDUCT INTERVIEW, AND
ASK QUESTIONS.
CAMERA GET LS OF WHOLE GROUP
SET CAMERA AT BLACK
ROLL TAPE
FADE IN PICTURE
CAMERAPERSON CUE DAVID David
We have learned a lot about Cat's Cradle
from our visits here, but we still have a
few questions which Robin and I will ask
IT DOESN'T MATTER WHO ASKS
EACH QUESTION. JUST BE
SURE TO ADDRESS EACH ONE
TO A CAT'S CRADLE KID BY
NAME.
our hosts now.
How did you decide on "Cat's Cradle" for
the name of your program? The last show
you broadcast was on the topic of war.
How do you choose topics for your shows?
How often do you rehearse for each program?
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Who writes the scripts for the shows?
How were you selected to be one of the
Cat's Cradle kids?
How can other interested kids participate
in one of the Cat's Cradle programs?
Does Cat's Cradle have anything to do
with the local schools?
The microphones are covered with foam
rubber balls. What are they for?
Are all your shows taped, or do you ever
broadcast live?
Are there hand signals to direct you while
you are on the air? Why are they needed?
Can you show us what they are?
How long is each of your shows?
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Can you tell us and our viewers exactly
when your shows arc broadcast?
CAMERA SLOWLY ZOOM IN
ON DAVID
David
Thanks very much. As for us, our broad-
cast schedule Is more complicated.
Children's Video Theatre is shown four
times every month: the first Tuesday at
9:15 in the morning, the second Wednesday
at 3:45 P.M.
,
the third Thursday at 6:40
in the evening, and the fourth Monday at
2:00. I hope you can remember that!
Thank you for watching CVT. 1 hope you
enjoyed your visit at Cat's Cradle as
FADE TO BLACK. STOP TAPE
(5 sec.)
much as we did.
SET UP CREDIT CARDS
FOCUS CAMERA ON CARDS
SET CAMERA AT BLACK
ROLL TAPE
FADE IN PICTURE
FLIP CARD
FADE TO BLACK, LET VTR RUN
FOR 5 SECONDS
Script No. 7, Cat’s Cradle
STOP TAPE
THE END
HELP CLEAN UP & HELP GET EQUIPMENT INTO CAR
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CHILDREN’S VIDEO
TO CHILDREN,
THEATRE QUEST IONNAI RES
PARENTS, TEACHERS
CHILDREN'S VIDEO THEATRE
May, 1973
357
Questionnaire for Participating Children N = 17
m r
v J ^ ^ ^ •*- w a. ivx vi o • L 1 L 1 1 v i 0are any questions you don’t understand, ask one of the CVT staff members.
Except for question 1, each question makes a statement. You might
agree, disagree or have no opinion at all about each statement. Below
each statement is a line with five markings on it. From left to right
the markings on each line show the extent to which you agree or disagree
about each statement. For example, let's take the statement:
Rapunzel was the best CVT show we produced all year."
If you had marked an "X" above the word "agree" then you agree with the
statement but not too strongly. You can also put your "X" between
Markings on the lines.
This is not a test. Please don '
t
put your names on these sheets, and
please don't discuss the questions or your answers with other kids.
Thanks for your help.
1. I have cable television in my home. 12. Yes No.
2. My mother or father have asked me a lot of questions about CVT.
3.
At the beginning of the year, kids for CVT were selected fairly.
X
Strongly
Agree
Agree No Opinion Disagree Strongly
Disagree
l lo 5
*
o o
Strongly Agree (A)
Agree (SA)
No Opinion
(NO)
Disagree (D) Strongly
Disagree (SD)
4 \o o o
SA A NO D SD
N = 17
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4.
Our CVT sessions should have been better organized
> * S- V*
SA NO SD
5.
My classmates have sometimes been jealous about my participation
in CVT.
3 “7 S \
I
SA NO SD
6.
Kids who are doing poorly in their school work shouldn't be
allowed to be in CVT.
3 2- *2_ *2-
I I I I
SA NO D SD
7.
Work I have done in CVT is as important to me as the other work
I've done this year in school.
.5 ,2. .» .1£
SA NO SD
8.
The practice we get when we come to CVT is more important than
the quality of our final productions.
i
6
i
7
i* i! ?
D SDSA NO
9.
My teachers don't know what I am doing when I am at CVT sessions.
L
SA NO
J
2-
SD
10.
My parents wouldn't be interested in coming to school to watch
me work on a CVT production.
.v 1 ,2. 3
SA NO D SD
11.
The work I have done in CVT has had a lot to do with my regular
school work.
,1
SA NO D
J
SD
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12o
13 o
14 0
15«
16o
i7o
l'3o
4 rs
*', p
I hope to fco In CVT or & drollor jpurojoct nojct yorr
[ l
I
J
I
SA A HO D
I diecusa what I am doing in CVT with my teachers Quito oxtni
L i°
SA
,
(=>
...j
WO D
SD
81)
I can loam a lot of valuable things outside ay cflrror*<;:i 0 and
beliovt' that I should he &ivon more tiuo to do ito
iG
3A
±
A NO
}
1)
l
Ny parentis uro gl>id that I am in CVT
II jl
A NO
liL
SA
,0
y
o
3D
I Xeaaxod a lot about how eomaoroial television shows aro
produced from uiy experience in CVT
li
SA
n
A
l
NO J)
lC>
..i
SJL>
Hy te?.chcr Is cnthuwiaetlo about CVT
U
SA A 170
X liked CVT bettor at the beginning of the project in Septcra'cv
than I do nc*To
7?
li
O A
u//L
>X- j ST
ro £>
l*;y T event-. &so pleased with the shows I have helped prcducyo
N = 17
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20o Xt c 3 important aor kids my ago to lean to produce TV shows
SA
l£
A
_L=
NO
i
'2~
1) SI)
?.io I WSJ5 not fairly treated in the distribution of 0V? 3 eta this
yeai*o
I I . (=>
SA A no
,7
SD
22 o 1 never know what was exi.eetod of mo in the CVT sessions this
year
1!
3k
.2-
A
1
^
ho" p
23o OVT should return to Team XV in r!ark c« Meadow next year
IS
SA
! 2_
A
jl
H0~
1
O
ir
i
yp
24o My teacher asks a lot of cuestions about what I®a doing in CP/'
£
SA A
,s
HO BP
25 « CVT makes school more enjoyable for me
JO
SA A iib
.1
D s:o
26 n fly patents would have enjoyed coming to watch me work at a
OVT session
»
p A
n
K0 D
so
SP
2?o 7. an not satisfied with the duality of the TV shows v& made for
t'l’Tt'.dcaSt
I
HO
s~
D SD
28c. I wish that CVT activities had were to do vith ny regular
aohocluork
ift L^_ !,f+
_1>_
SA A NO D sb
29c The C vT staff allowed too much fooling around "by other kids in
the studio
jg 4 }i ;2_ il
SA A HO D S3:
30 o CVT took too much tine away fron my regular schoolwoiho
l! i^z ]3> ii
SA A NO D So
31 o I-iy parents have regularly watched our CVT progress when biuadcast
cn cable television
53 1*2-
SA A NO D 3D
32c Vy teacher has boon pleased with the quality of the shows ire
have produced in CVT
?0 if 5 \o ! 1 j;C>i
SA A NO D SD
0 I ni’-i hiou how to prcciv.cc a television showc
;6 ?7 t s i
»
iO
mmG
SA A NO D 3D
3^-0 Learning how t,0 produce TV chows is fun s but- it°s net very imperscUit
i»
i'x- !> _js 1 fO• •uU
SA A NO D SD
35 0 Hy cluessa&tes who are net in CVT have genera:.Ily
shotra interest
in th ) work ks> two do:*J5g in CVT
i\j - n
362
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36 * 1 enjoyed CVT more and more as the year progressed
a - 53 1% | \ ] 1
SA A NO 1) bD
37o My percent?. don't knew what I do during the CVT sessions
L?~ . „ il |4
SA A NO D tD
380 We kids pretty trail control what goes into our GVT productions
and what dees not
i
2- 18 f*- .
1
/
SA A NO D Si)
39 0 Children 0? Video Theatro has helped me ir. ny regular sc'iool 7-;:ork
1 ! |4 |5"
SA A NO D sd
4a 0 X an satis;lied that I bj?.se d«one p.y CVT j4i3 well
',7 (7 j> 1° 0
SA A NO D SD
41 0 All I ever dc in GV‘jC is ness around wi V At-n uhe TV equipnc *1 ^
jo ,0 3 i *3
SA A NO D SP
42 0 I always 1'new what 1•:as QKpocted of me C.O cl, ffiemboj? of Cl:T
i
3 1*1 1A
. _
J 1 0
SA’ A NO D s»
43 0 I an very glad that I MUG a Gsmcier of CVT this year
il4 i 2-
1
0
MMMWN I
SA A NO })
sP
KJ = \~}
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'*• the nv1' 6t,f“3 ’• httTO *« ««•
1
3A KO
o J*
a?;
45c The ideas for th© GVT productions should com© lacstVr fvc-n
CVT staff 2©
&
SA
1
°
<=>
A :io
I
V
46o CVT Mould not matter as much to mo if our shows v:oro not trcct r;
L
publicaXly cn cablo television
h SD
4?<, I wc.s jr.oro pleased with the shows wo prcducod at the cud of tho
project than at th© boginningo
&
SA
>, 5*
5
*
2.
A WO D
43* I got a fair oh&roe to do every job I wanted to do at least onoo
\
SU
ifL.
SA
<1 Ih
KO D
49« Childronca Video Theatre was a .Lot of fun
5*2.
Si)
IS" I j
SA A KO
50 a I learned something f:co:i ny participation in CVT
|
I
D
3A
.12
A
Ji
KO D
.J
Si)
,o
ZD
Is there anything olco ycu want to tell v.s? If so* tujo the clunk
pieoo of paper on tho next page* Thanh© c let l
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Parents' Questionnaire N - 12
Because you are a parent of a child who participated in Children's
Video Theatre (CVT)
,
we ask you to help us by completing this question-
naire and returning it to us at the earliest possible date. Your
help will enable us to better evaluate our activities and plan future
projects of a similar nature.
The questionnaire should take no longer than 15 minutes to fill out.
Except for question 1, each question asks whether you agree, disagree,
or have no opinion about a statement. On the line below each statement,
please mark an "X" above the word which most closely corresponds to
your feeling. For example, if you respond to the sample statement be-
low as shown, you would be indicating strong disagreement with it.
"CVT should have concentrated exclusively on social studies."
X
I I 1 I 1
SA A N D SD
SA * Strongly Agree
A Agree
N No Opinion, Nuetral, Don't Know
D = Disagree
SD Strongly Disagree
Stamped, return addressed envelopes are provided for your convenience.
Your name is in the left-hand corner of the envelope only so that we
can identify those who have returned questionnaires for follow-up pur-
poses. We do not, however, wish to know how individuals respond;
accordingly, we ask you please not to sign your name to this form .
Thank you.
1. My home is equipped for cable
2. The CVT staff ran the project
rather than for the children.
television 7 Yes ^ No
primarily for their own purposes.
1
O 3
SA A N D
SD
365
N = 12
3. Television and video production is an important part of the
curriculum in today’s school
SA A N D SD
4. My child's teacher was pleased with the programs the CVT children
produced for cable television.
\
1 r 1 1* 1°
SA A N D SD
CVT takes too much time away from my child's regular schoolwork.
1° £ 1' | M
SA A N D SD
More effort should
activities.
have been made to involve the community in CVT
I
7- 1°
SA A N D SD
I would have liked to watch my child at work during a CVT session.
r I 7 i 1 1° 1°
SA A N D SD
CVT made school more enjoyable for my child
l
7 1* 1° 1° 1°
\ —
SA A N D
SD
My child now knows how to produce a television show.
£ 7.1 a.1
0
1
366
N = 12
10. My child has been proud of the TV shows he or she helped produce
for broadcast.
I
9
r
O
\
1° 1°
SA A N D SD
11. I am glad that my child was in CVT this year.
i
!
r
1° r
SA A N D SD
12. The goals of CVT were made
school year.
clear to me at the beginning of the
l'
1°
SA A N D SD
13. The goals set by the CVT staff were largely achieved.
SA A N D
14. The work done for CVT seems to have been significantly related to
the other school work my child has done.
SA A N
15. The CVT staff was not strict enough during sessions in the
studio
(according to my child and/or the classroom teacher).
16. Child-created television is
things.
SA A
a useful vehicle for learning other
1
N
\
367
N =
17 .
18 .
19 .
20 .
21 .
22 .
23 .
12
My child thought that CVT was fun.
O
SD
I am not satisfied with the quality of shows produced by the CVT
children for broadcast this year.
Not enough effort was made this year to inform parents about the
CVT project.
SA A N D SD
My child knows more about how commercial TV shows are made as a
result of experience in CVT.
A N D
O
SD
The ideas for production of CVT television programs should,
ideally, be generated by the children themselves.
SA A N D SD
CVT ought to be a part of the Team IV curriculum again next year.
CVT work was as important to my child as his or her other school
work this past year.
N SD
368
N " 12
24. CVT work was as important to me as my child's other school work
this past year.
3
1 I
2"
|
x
L
3
1
SA A N D SD
25. My child was glad that he or she was a member of the CVT crew.
ll... l
3 1° 1° 1°
SA A N D SD
26. My child's teacher expressed
away from other school work
concern that
this year.
CVT took too much time
1°
_
I
4
_ I
4
.. l
x
SA A N D SD
27. I have regularly watched the CVT shows on cable television.
i
4
....
I
3- !' I' j 3
SA A N D SD
•
00CM My child
over the
's teacher has discussed CVT with
past year.
me from time to time
l' I
4
...... r ... L
3
...... I
3
SA A N D SD
29. Kids should be given more time to engage in learning experiences
outside the traditional classroom than is presently the case.
I
4
L
a
l
a
.
I
4 j°
SA A N D SD
30. CVT should have been more closely related to the normal school
curriculum this year.
369
N = 1231.
My child’s teacher was enthusiastic about CVT.
SA
l
A
32.
CVT should have involved my child’s whole classroom rather than a
small, selected group of children.
SA A N D SD
33.
The CVT project children were selected fairly at the beginning of
the year.
SA A N D SD
34.
The CVT sessions should have been better organized (according to
information gained from my child and/or teacher).
SA A N D SD
35.
All CVT was good for was to give my child some experience in
messing around with TV equipment.
1° 1' 1° P I4
SA A N D SD
36. My child
I
4
enjoyed CVT more as
i"
7
the year
1°
progressed.
I
1 1°
SA A N D SD
37. My child discussed his or her CVT activities with me (or my spouse)
quite often.
370
N - 1238.
I never knew wluit sort of work my child was doing during the CVT
sessions.
A N I) SI)
39.
I have told my child that I have been pleased with the TV programs
he or she helped create in CVT.
SA A N I) si)
40.
My child has learned something from participating in CVT.
SA A N 1) SI)
41.
My child got a fair chance to do every CVT job he or she wanted
to do at leant once.
SA A N SI)
42.
Kids who do poorly in their regular school work should not be
allowed to participate in CVT.
SA A N I) SI)
43.
Children's Video Theatre helped my child In his or her regular
school work.
±L i c
1) SD
371
N = 1244.
The fact that the CVT kids produced TV programs for cablecast on
the town channel made the project more important to them than
would otherwise have been the case.
A N D SD
45.
I could definitely see an improvement in the programs produced by
the kids as the year progressed.
SA A N D SD
46.
The process of learning the skills associated with TV production
was more important than the quality of the final products.
SA A N D SD
47.
I hope that my child is in CVT or a similar project next year.
SA A N D SD
48.
My child’s teacher thinks CVT took too much time from regular
school work this year.
SA A N D SD
49.
My child’s teacher was enthusiastic about the fact that my child
was in CVT.
Q-
SA
O.
SD
372
N = 12
50. My child felt that CVT took too much time away from his or her
school work.
SA
£
SD
51. My child feels that he or she has learned something useful from
participating in CVT.
SA A N D SD
If you have any other personal observations about your child's partici-
pation in CVT, or about the project itself, please use the back of this
page to make them. You may also wish to expand upon some of the questions
asked above. Thank you.
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Ton,chora “ Cfcerai ormsIra M •=> 3
As a toaohar Mho has participated In Chi::.dion”e Video Tr«.t
-o (cvr'i
*J
"k y :-u t0 h()-'-P ua ty completing this quostlorowlra. helpNiU enable us to better evaluate our nativities and elan future r,r- tents
This questionnaire should tako no longer than 15 ninutort to fill out-Except for quoadon i„ each one asko whether you agree a, diBa^'or-. orhave no opinion about a etatenanto On the line below or,oh nlutcv.
.
plcuuo mark fm * a” above the vex’d which ricet closely c jrreo'o .v.Us t,
your feeling Par example 0 if you respond to the envplo statenoni
balcw ao shown 9 you would be indicating agreement with itc
"CVT should have concentrated exclusively on social ctudi&a ,
"
SA
£ L JL-
D
SA
A
N
D
SD
S trongly Agree
Agree
No Opinions Neutral f) Don
t
Know
Pica^roo
S trong'j y Disagxeo
Wo do not wish to knew your indiyidu^i xospcn&ea on thia c^ioationn^ vo,,
Therefore p we ask that, you do not eagn your names to this fcn.v, Think
youo
io My horao io equipped for cable teievioion Ves NO
2* Tho CVT t-t.’i'f i.’au the project primarily for their own purposes
,
rather than fer the children o
i JL.
SA A H
i5
D 3D
3" Television and video production Is an inner taut part of the
curriculum in today c e» school
1 JL
A N *D SD
Parents um:*c» generally pious "sd with tho prcgro’itfJ the CVT chiIda on
pK’orluced for cable television
L
SA
1
A N D
1
SD
N » 3
2
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5 ° CVT took too much time away frcm the kids 0 other school work*
60
l
Kero effort should have been ins.de to involve the community CVT
activities "
l
J.
SQ
SA N D
\
L
s:o
7o 1 never felt welaene in tho TV studio during a CVT session
L
SA A
J.
N
l
n )
3D
9o CVT made school acre enjoyable for tho participating children
J
S3
iOo The CVT children now Imow hew to produce a TV program
D
iio At the beginning cf tho school year* X had high hopes that CVT would
be a productive addition to my classroom
j ! 1
N 3 S3
12o Tho project kids were proud of the shows they produced for broadcast
x'3o X am glad that I was a participating CVT teacher
1
1
2
-
?f~
L i JSDA D
314 o The goals of CVT wore undo clear t
school year
I
oo mo at the beginning cf th?>
'
,i
375
SA
JL
A N d
15 o The goals set by the CVT staff were largely achieved
L
,1
JL.
SA 1D
-J.
SD
J
SD
l6o I aid as muCii ao I ceulcl to make the CVT staff feel welcome 3 si nv
olassroca
L I i
DSA A N
l7o CVT was significantly related to the regular classroom curriculum
1 ji
D
J
SD
L
SA
1
A
-JL
N
I
SD
18o The CVT staff should have kept better order during sessions in the
TV studio (according to information frcia participating children)
i.
SA
A
N
J
SD
19o Child--croatcd television is a useful vehicle for learning other
(non-TV) things
I £ ! i.
SA A N
20 o The project children thought that CVT was fun
J: i„
SA
D
1
P
SD
J
QT>
wJL>
2io I CUB not satisfied with the quality of shows broadcast by the CVT
kids this year'
L
I
SA A D SD
22 o Not enough effort was aado by the CVT staff to keen m informed about
CVT throughout the year
2 3<> The. CYT children now know more about how ccnuaorcial TV eh «s
ar© 5udo as a result a? experience in tho project 0
376
L
i
SA 1
I
_jl
3Dan d
24o I became progressively Xeaa enthusiastic about CVT as the year were
-,n
L i
SA
j3l
A N
U.
D 3j
25° I would gladly participate in CVT again next year if I were gi . on
the chcica
SA A N D SD
26o Tiie ideas for production cf GVT shows should
c
. ideally
(
be generated
by the children theasQlves
L
SA A
i
JL
N I)
«r
>4
cri
27 © CVT was as Important to tho p&rticip&ting kids as was their other
school work
L
I
¥SA A K
28o CYT was as important to co as was the participants 0 other work
L 1 I
SA A N 0
29o The GVT kids were glad to have bean in the prefect
i
“SD
L £ . i
SA /t. N
1_
D
I
SD
30 o Parents oppressed concern that GVT took too r.uch crino a...ay x.'v .i
regular school work
j,:
SA
I
D
I have xsgu3£3Tiy ws'fcchod CTW show, on oab-lo bsXovicics
\
SA
JL
H D SO
31
N = 3.
32 o Jtoonto of CVT children have f.jtproasad iatosast in iho pro's 1frcra tiras to time this year v °
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L
SA N
Jl
D
I
1 * mtim 1 1 l
SD
33 , CVT iras useful in fostering the skills of grcuu ‘cooperation
among the project children
l
BA
1
A
~N
1
D
fJ
SD
3^*0 CvT shwld have boon more closely related to tho normal school
curriculum this year
t
N
I
SA A
. H D SD
35 o Parents of CVT pupils wore generally enthusiastic about the project
L
SA K
i
3D
3^c CVT should havo involved the whole classroom rather than a small,
©elected group of children
L
SA
1
A N D
!
r*.
Oi)
37 0 The non-’CVT clasasLvtes of the participating children were gone-rally
interacted in the project
l
BA A N D
380 Tho CVT cessions should have been better organised
«r4
SI
SA A
I
IT
_1
SD
39o Ail CVT «aa good for was to give kids seas practise in messing sx umci
with TV eguiuff.ont
L i ij
5
j
SA A N D SD
i!Oo Tho children enjoyed CVT more e.3 the yo*:lv progressed
378
The kids discussed thoir GVT activities with ne quite often
1
L
SA
1_
N D SD
My participation in GVT at the beginning of the school vear was
entirely voluntary
D JD
X have cold the CV? children that I have been pleased with thoir
television programs
I
I
SA SD
Sense nerv-CVT children have displayed jealousy towards the project kids
L
i
SA A D
J
SD
All kids got & fair chance to do the production jobs they desired
at least once
\
I
f!
.J
D
Kldo who are doing pecrly in their regular sahcel w«k should not
be paroitted to participate in GVT
L i 1
I
SA N D 3D
Childrcn°3 Video Theatre helped the project kids in their regular
school work
l 1
3A
I
—2~
N D
J.
SD
Producing TV prograias for CAblecast aaie iho project acre important
to tho project kida than would otherwise have boon the case
t
SA A
JL-.
D
_l
SD
I could definitely soo inprevojeent in the pregrass produced by the
kida as tho year progressed
379K|-3
50.
The process of learning the skills associated with TV production
was more important than the quality of the final productions.
I 2
SA A N D
51.
Outside pressure was put on me to participate in CVT at the
beginning of the year.
SD
SA A N D SD
52. 1 hope that the CVT kids participate in CVT—or a similar project
—next year, wherever they are attending school.
SA A N D SD
53.
The CVT staff made a sincere effort to cooperate with me.
SA A N D SD
54.
I plan to use video next year in my classroom.
SA A N D
55.
The kids felt that CVT took too much time away from their regular
school work.
SA A N D
SD
56.
I am now better able to use video in my teaching than I was
at
the beginning of the year.
M » 3 380
57 . The CVT kids feel that they learned
experience in the project
something useful from their
L
SA
1
N
1
D
J
SD
If you have any other personal observations about your own or yourpupils participation in CVT, or about the project itself, please use
e back of this page to make them. You may also wish to expand upon
some of the above questions. Thank you.

